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CHAPTER I
INTRODUCTION

1.1. Background and Rationale of the Study

1.1.1. The problem
Business travel and international tourism have become important sources of income

due to the employment opportunities and opportunities for national development that
they provide for many developing countries such as Thailand. (Nimmonratana, 2000;

Benavides, 2001; World Tourism Organization. 2004, 2008). Tourism is not only
sustainable, it is also growing continuously.-By. the year 2020, international arrivals
throughout the world are predicied to rise to-1.6 billion. Southeast Asia, where
Thailand is situated, is expected {0 become the second-most famous destination in the
Asia-Pacific region by the year.2020 (World Tourism Organization, 2008). Tourism
in Thailand has so farbeen ‘a major-éource of national income. Chiang Mai
University’s Social Research Institute hasrﬂpredicted that in the year 2011 Chiang Mai
will receive 2,506,425 international arrivals and gain'a revenue of 30,242 million
baht (Chiang Mai University Social Resear_{:;h_ 'Institute, 2005).

It is obvious that language and touris'"m‘"'@é’re inseparable. Tourists speak many
different languages. However; English has become the primary language of the world
due to the ever-increasing number of people who learn it as a second or foreign
language. An analysis-of International travel has shown that 85% of all travel is
between non-English speaking countries (Graddol, 2006). This figure coincides with
the research of-Willis (1996),.whe has.pointed,out, that over.half the people of the
world who speak ‘English ‘are’ non-native “speakers’ and' that-over half the world’s
business is being conducted in English between non-native speakers. Moreover,
according to'a report by the Tourism Authority of Thailand, over-half the tourists with

whom Thai tourism staff interacts are non-native speakers.

The growth of business travel and international tourism in the area, together
with the increased use of English as an international language, inevitably requires that
Thailand equip its population with sufficient English skills, especially through
teaching of English as an international language. In spite of some of the national
efforts to meet this need, success still seems to be far off due to a lack of relevant

curriculum and teaching methodology.



There have been a number of studies pointing to Thai graduates’ insufficient
English language proficiency for the current era of globalization. Thai students need
to be urgently equipped with the acceptable level of English proficiency (Prapphal,
2003) to remain employable. Research shows that Thais’ low level of English fails to
meet the demand for English in the workplace, especially in the hospitality sector
(Wiriyachitra, 2004), and this insufficient English language proficiency may also

prove to be a disadvantage in global trade as well.

The discussion of this issue thus far has focused on the irrelevant and
ineffective English curriculum offered in+"Thai educational institutes. English
curriculum, especially for-English for speCific or-occupational purposes, should be
precise, cater to the requiremenis of the course.and have situational relevancy.
However, the curriculum«for teurism related subjects in universities are too academic
for real-world situations”which' require’ multifunctional language (Robinson et al.,
1997; Lo et al., 2008). ln‘general practice,"communication skills are barely addressed
in EFL language pedagogy. Mareover, it is clear that despite the fact that listening
and speaking skills are"thesmast frequently. used in the workplace, the less practical
skills of reading and wrifing are often equally emphasized in English curriculum
focusing on native targets of gramimar, pronunciation, syntax, etc. in English language
teaching in Thailand. EFL has not met with great success due to its lack of real
spoken interaction in-¢lass; the focus instead has long been on grammatical accuracy,
native speaker-like “pronunciation, and literature. Learners are treated like target
language observers rather than users (Graddol, 2006)..This method of learning in
class, emphasizing form{ dees not enhance‘acquisition (Willis, 1966). Graddol states
that English languagelearning in the current situation may need to cater more to the
dimensions of English as an international language. Also, English. testing may need
to follow the “washback” effect, which can influence how: courses are taught (Hughes,
1989). Graddol adds that the increasing response to ELF(English as a lingua franca)

worldwide results in the decline of traditional English as a foreign language.

In order to equip Thai learners with English proficiency that meets the demand
for English use in the workplace, Thai educational institutes may need to abandon
traditional teaching practices and turn to a more meaningful English curriculum that
meets the needs of learners and has more situational relevancy. In addition, the

teaching methodology employed should be underpinned by subconscious language



acquisition theory with comprehensible input, interaction and output hypothesis,
which are believed to enhance language acquisition (Long, 1996; Krashen; 1994;
Willis, 1996; Skehan, 1996; Swain, 1985, cited in Nunan, 1999).

Curriculum and teaching methodology play a critical role in learners’ language
acquisition. Task-based Language Teaching (TBLT) is believed by many to be one of
the best ways to promote language acquisition (Ellis, 2003; Nunan,2004;Willis,
1999) . It offers a needs-based approach to content selection which yields relevant and
meaningful content for learners. The aim of the “tasks” is to create a real purpose for
language use and provide a natural context fer_danguage study. Authentic texts and
comprehensible input enceurage learners to-notice the features of the language of
their interest. The methodelegy of task-based language teaching views learners as
language users, using learningto.communicate through interaction, utilizing the target
language, and building en their.own linguistic resources, knowledge and experience.
The approach also evokes a diversity of cdgnitive operation that is needed to perform

real life functions.

The incongruity between the current practice of the English for Tourism courses
offered at Chiang Mai Rajabhat University and the fast growing need for English in
global business interactions was discovered th“r'ough needs analysis. It was revealed
that the teaching and learning practices have been conducted in a way that fails to
meet the demand for-English-in the workplace. The instruction has been limited to
specialized lexicon ang-text translation, an approach which fundamentally ignores the
learners’ needs and fails to prepare local tourism studénts to cope with the major
tourism destination ,in, the- area, -Chiang-Mai ,-~0ne., of- the. most famous tourist

destinations in' Thailand:

Because of the gap.betweensthe requirements of the,expandingsteurism industry
and the failure of national attempts-to-equip the learners'with ‘adequate language and
skills for their work at an acceptable level, the purpose of this study is to develop an
English Tour Guides course using a task-based approach for undergraduate tourism
students. The study illustrates how to develop the course based on needs analysis,
and the related literature. Based on the main features of the course, task-based
language teaching was found to be the most relevant effective teaching methodology.

The developed course may serve the needs to fulfill the EFL course’s needs and



deficiencies and to equip graduates with sufficient oral English proficiency in the
current era of globalization.

1.1.2. Current trends of tourism

1.1.2.1. World tourism situation
Worldwide, tourism is recognized as one of the most significant sustainable industries,
providing trade, income and employment to countries. Tourism is well suited to
developing countries due to its role as one of the most plentiful sources of

employment and foreign currencyi\ ‘VJ) to the country’s economy. (Benavides,
2001). )

The World Touris Wﬂonﬁeco tinuous growth of international
tourism from the year o year %00 - the year 2007, an international

tourist arrival number of illi _ showing an extensive 4 percent

growth rate all over t it ' wing number of international tourist
arrivals has increase ini ‘ 1al" touri evenue to 856 billion U.S. dollars
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The following chart illustrates the facts and figures of international tourist
arrivals by sub-region. The figures imply that from the year 1990 to the year 2007 the
average world annual growth increased by over 4 percent a year, in spite of the
stagnation between the year 2001 and the year 2003 due to terrorism, SARS and the
economic downturn. The tourism growth rate in Asia and the Pacific from 1990 to
1995 indicates a growth spurt, gaining fewer internal tourist arrivals than Europe but
more internal tourist arrivals than Americas. Surprisingly, Asia and the Pacific
region’s average annual growth was the highest (7.8%) compared to the other two
regions, Europe (3%) and Americas (1.5%). Within the region of Asia and the Pacific,
South-East Asia received more tourists than“Oeeania and South Asia but fewer than
North-East Asia. g

Figure 1.2: Summary ofdnternational tourist arrivals by region from 1990-2007

Internagional Tourist Arrivals Market Change Average
share (%) annual
(million) (%) growth

] 2l (%)

/
ad

1990 1995 /2000 2005 2906 2007 2008  06/05 07/06 00/07

World 436 536 683 803 7 847 903 100 55 6.6 41
Europe 262;6-311.3-393:5440:3-462.2~ 484:4 " 53.6 50 438 3.0
Americas 928+ 109.0 128.2 1334 1358 14255 1538 19 49 15
Asia and the Pacific ,,55.8, , 81.8 ., .109.3 ,154.6. 167.0, 184.3 ., 20.4 8.0 104 7.8
North-East Asia 26.4* 41.3 " 583" "87.5% 94.3 "104.2" "115 77 106 8.6
South-East Asia 21.1, .28.2.. 356 . 485, 531" 59.6 6.6 941 22 7.6
Oceania 5.2 8.1 9.2 105 " 10.5¢ 107 12 04 1.7 22
South Asia 3.2 42 6.1 8.1 9.1 98 1.1 118 8.2 7.1

Source: World Tourism Organization (UNWTO) (Data as collected by UNWTO,
2008).



Despite the expectation of the current economic crisis to continue into 2009,
there have also been forecasts predicting a 2 percent worldwide increase of tourism
growth, with a 4 percent increase in Asia and the Pacific growth behind its 2007 level.
(World Tourism Barometer, 2007). The long term forecast up to the year 2020
anticipates a growth rate of 4.1 percent. By the year 2010, international arrivals are
predicted to reach over 1.0 billion and reach 1.6 billion by the year 2020 (World

Tourism Barometer, 2008).

A comparison of the future tourism growth rate among the regions has shown
that the tourism growth rate in East Asia and the Pacific, South Asia, the Middle East
and Africa will be higher.than that of the“more mature regions of Europe and
Americas, with a rate of 5 pereent per yéar compared to the world average of 4.1 per
cent. The forecast also_mentioned that East Asia and the Pacific will be the second
top three receiving regiens(397 million tourists ) following Europe( 717 million) and
followed by Americas (282 million) by thé"'year 2020 (World Tourism Organization ,
2008). South-East Asia,where ThailanZd! is situated, has become the second most
famous destination in“Asia and the Pa(‘;i'f_i.c__(WorId Tourism Organization, 2005).
Malaysia, Indonesia and" Thailand ‘are als_@_known as the forefront of ecotourism
development in the area (Dowling, 2000 cited in Chon, 2000).

Also interesting to note; is the global "embloyment situation within the tourism
industry. Over 200 -million people were employed in the year 2000 and the number
was forecasted to reach 250 million by the year 2010, with the growth rate increasing
in East and South EastAsia (Baum, 2006).

Due to its obvious benefits of income, Toreign exchange earnings, tax revenue
and employment, tourism deserves the status of being one of the foremost and
significanty sectors—insthe, developmenty proeess, of+ many- thicd-world countries.
Moreover, tourism-has ‘been among the top five leading 'sources’of fereign exchange
revenue of 69 developing countries (Benavides 2001). In most developing countries,
including Thailand, the national government usually has a policy to promote tourism

and entice a greater number of international tourists (Nimmonratana, 2000).



1.1.2.2. Tourism situation in Thailand
Tourism in Thailand is not less dominant. Being a developing country, the tourism
business is one of the income indicators contributing to the country’s revenue and
employment. The Thai government has placed a strong emphasis on the significance
of tourism and has promoted it for a long time (Romanos, 2002). Consequently,
despite occasional downturns in outbound tourism (due to the current economic crisis
and natural disasters), inbound tourism from outside the region has continued to
increase due to national tourism promotion (Colin Michael Hall, Stephen Page, 2000).
By the year 2002, The Tourism Authority, of Thailand (TAT) had applied aggressive
marketing strategies, receiving more arrivals_ihan expected (Authority of Thailand
annual report, 2002). A variety of strategies, including attractive campaigns, have

been applied in the later years when facing world economic crisis or natural disasters.

Of all Asian couniries, Thailand-has perhaps had the most significant economic
growth from tourism development and there has been strong evidence indicating its
prosperity due to tourisme. g the year 2002, Thailand was announced the world’s
eighteenth top visited destination and also the second most visited tourist country in
Asia (Mingsarn, 2005). Morgover, Thailand was honored to have received 42 awards
in the year 2006 (Authority 'of Thaiand annual report, 2006). In addition, Thailand’s
attractions were ranked in top popularity. ameng American travelers voting through

many travel magazines (World Tourism Organization, 2005).

In future trends,-Indian Ocean countries are forecastied by The World Tourism
Organization to receive 179 million international tourist arrivals in 22 destinations in
the year 2020. -This represents,an annual, growth,rate of, 6.3, percent over the period of
the year1995 to theyear2020. By ‘the year 2020, 11 percent of tourist arrivals will be
to an Indian Ocean country, and Thailand is forecasted to be thé leading country,

gaining'36.9'million arrivals.

Tourism in Chiang Mai is very substantial. It is the second largest city after
Bangkok. With a much cooler climate than Bangkok, Chiang Mai is widely known as
a very famous tourist destination with magnificent natural attractions including
historical sites and prestigious cultural monuments. Chiang Mai, the capital of the
Lanna Kingdom, as well as the tourism capital of the northern part of Thailand, is the
fourth most famous city among travelers in Thailand, just trailing behind Bangkok,

Phuket and Pattaya. In addition, Chiang Mai is being promoted as the flight center of



the Mekong region and the center for connection between China and India, two of the
world’s largest markets (Mingsarn et al., 2005). Spectacularly, Chiang Mai received

some tourism awards in 2006.

Chiang Mai always welcomes inbound tourists. It is also expected that inbound
tourist expenditure per head will increase by around 10.49 percent in the year 2011 as
compared to 2006 (Bharat Book Bureau, 2007). Tourists from America, England,
Japan, Germany and France are Chiang Mai’s main international arrivals
(Theerapappisit, 2005). According t0 Chiang Mai University’s Social Research
Institute’s forecast, Chiang Mai will receive 2,506,425 international arrivals and will
gain receipts of 30,242 millien baht in the year 2044(Chiang Mai University Research
Institute’s forecast ,2005).

The tour agency Industryin Chiang Mai produced approximately 3,684 million
baht and 91.2 percent is from international arrivals. As a result, tour agencies in
Chiang Mai can offers€mployment to around 3986 people a year. (Mingsarn, et al,
2005).

Almost 70 percent of the tour agenc_:iv_és-. in Chiang Mai are small agencies that
manage to get their own clients-or receivé .:tHQH.se from network agencies. Generally,
company owners are currently or formerly tourist guides themselves. However, only
25 to 30 percent of Chiang Mai tourist guideé are qualified with actual experience
(Teenteerawit, 2005).

1.1.2.3. Chiang-Mai tourist guides
Tour agency industry in Chiang, Mai produees approximately 3684 million baht and
91.2 percent is from:international farrivals.CAs a result, tour agencies in Chiang Mai

can offer the employment of around«3986 people awyear.(Mingsarmet al, 2005).

Almost 70%-of tour agenciestin’Chiang Mai are small agencies‘that manage to
get their own clients or receive those from the network agencies. Company owners
are usually or at least used to be tourist guides themselves (Teenteerawit, 2005). It can
be inferred that all these agencies may need to receive lonely travellers or small
groups of travellers who seek for their own destination or accommodation and the
agency owners may need to launch their own tour package and spend more time with

their tourists.



Despite the fact that the government promotes tourism, some of the problems
concerning tourism in Chiang Mai occur. The very sensitive difficulties are
communication system and tourist guide management that can prevent tourists from
the accurate knowledge which in turns lessens the tourists’ satisfactory. It is also
reported that 60 % of tourist guides use English while 40 % use other languages.
However, in Chiang Mai, there are only 25-30 % of Chiang Mai tourist guides who
have a lot of experiences and are able to transfer the information to tourists
thoroughly and accurately with good, moral and sincerity (Theerapappisit,2005).
Accordingly, there is the need for and adequacy of personnel training and there
should be the policy to develop and enhance-thedanguage ability of tourist guides and
their quality of services (Dowling, 2000). Thientheerawit, (2005) adds that
educational institute is one~of the nstitutes concerning tourism industry in Chiang
Mai and those educationakinstitutes are Chiang Mai University, Chiang Mai Rajabhat
University, Payap University and Rajmankhala University of Technology Lanna. He
further states that theSe edugational, institutes may have the role of tourist guide
producers as well as copcluct the research.concerning tourism. Mingsarn et al., (2005)
suggest teachers in schoal who don’t have_' real experience to conduct some action
research working with the tourism sectorslrslid that they can help develop the relevant
curriculum for their students. They also suggéét that Chiang Mai locals need to be
parts of tourism management in order to maihféin, wisely use and preserve the local
tourism resources. Tourism should be used as a means of building and strengthening
local communities so they are able to pass on their culture confidently (Mingsarn,
2007) and the suggestions_about fostering, this awareness via school program are

made (Nimmanratana, 2001).

Education”in general universities is for people who may not work in tourism
industry. but'wha study tourism In'some sort ofi its own right, so“these programs may
be preferably academic courses and fail to provide students with tourism concept and
practice. The curriculum in these subjects is not designed to make students who will
interact routinely with tourists employable. Tourism education and training should be
one means to equip people with relevant knowledge and practice concerning tourism
which are the key elements that enable the tourism business to function intelligently.
Accordingly, it will be of great benefit if university can provide holistic experience

with training so that their students will be competent professionals since frontline
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workers are unique individuals with whom tourists interact the most (Robinson et al,
1997).

Go and Jenkins(1998) share the view about educational and occupational
standards concerning tourism. They state that front-line workers who are university
graduates don’t have group work skill and responsibility towards others which are
considered as being crucial elements for front-line workers. Moreover, jobs
performed by these front-line workers are conceptualized not holistically but as a
number of tasks and each task is reduced into a set of discrete skills that must be

performed by all potential employees.

Kaye (1992) identifies some of the components skills from the wide field of
Communication Studies;#as lisiening, assertiveness, expression and interpretation of
non-verbal cues, negotiation,. conflict resolution, “overcoming communication
apprehension and questioning./ To,communicate, people need higher order abilities
such as accuracy in afper§on’s perception and attribution or intent, impression
formation, effective use Of language in intérpersonal settings and construction and
coordination of meanings in intercultural settings. In addition he agrees that effective
communicators are able to make.predictions; explain the behaviors of others and to

A4

reduce uncertainty

The Tourism Authority of Thailand aims to establish national standards based
on what they identify-as Core and Generic Tourism SKills suggesting first few lessons
including customer relation and service together with the communication and cross-
cultural skill (McNabb,1990)

Similarly, the: study .of El-Sharkawy (2001) suggests courses for promoting
tourist guide professionalism. The suggested courses are divided into core courses and
additional “courses. The ‘tore~caourses: focus ‘on‘the" concepts: and ‘characteristics of
tourism and tourists and the history of the particular places the tour guide lives in. The
additional courses involve the balance of the development in both knowledge and
skills of tourist guides that might include interpretation, communication skills, social
skills, public speaking skills, cross-culture understanding, ethics, business and
marketing aspects of guiding and safety and first aid. Coccossis (2005 cited in El-
Sharkawy, 2007) shows his concern about the curriculum concerning tourist guiding

among academic institutions. He points out that tour guiding needs more educational
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institutions which offer tourism programs that include tour principles. He adds that,
there should be the attempt to create a national theme curriculum among academic
institutions, developing the educational programs adhered to by the institutions, and
the training courses. Those considerations may help educate tourist guides in the best
manner to be able to make places come alive by being informative, interesting, and

entertaining.

To sum, from the related studies mention above, it can be inferred that the
growth of the sustainable tourism industry, is significant in the area where this study
is conducted, Chiang Mai Rajabhat Universiey,.Chiang Mai, Thailand. Despite the
fact that the government premaotes tourism, there fiave been some sensitive difficulties
with communication system-that can prevent tourists from the accurate knowledge
and that lessen the tousists’ satistactory. Some studies reveal that the majority of
Chiang Mai tourist guides are‘able to thoroughly and accurately impart information to
tourists in terms of both™ contenis and léi'nguage use. In addition, the educational
institutes don’t seem to offer relevant currr“iculum with relevant teaching methodology

to enhance learners’ language ability and skills for theirwork .

Several educators have mentioned the needs for the local educational institutes
to conduct some research so that they can "'heil"p' develop the relevant curriculum for
students to prepare them for-their future careers. They also suggest that Chiang Mai
locals need to be parts.of tourism. management in.order-to' maintain, wisely use and

preserve the local tourisim resources.

1.1.3. English as a'lingua franca
1.1.3.1. "Therole-of English-as a lingua franca
English has been seen as an international language for decades. English is spoken by

both native speakefsiand non‘native speakers all overthe world.

Currently, it seems clear that non-native speaker to non-native speaker
communication is far more common than native speaker to native speaker or non-
native speaker to native speaker communication. As a result, English used as a
lingua franca (ELF) is by far the most common form of English in the world today
(Jenkins, 2003., Graddol, 2006., El-Sharkawy, 2007). The evidence supporting the
idea is that the combined number of English knowing bilinguals in China and India is

significantly larger than the total population of the Inner Circle countries (Kachru,
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1998). According to Jennifer Jenkins, English as a lingua franca refers to English
when it is used as a contact language across multi-cultures among non-native speakers,
and for those who choose English as a foreign language of communication. (Jenkin,
2003).

As the result of the widespread English, many sociolinguists have discovered
that the standard varieties of English may not be only those of British or American
English, but also a variety called “World Englishes”. “World Englishes” inevitably
comes with local linguistic and cultural influences affecting the way such English is
spoken in its L2 locations in. terms of accents, structures, lexis, pragmatic features
etc.(Jenkins, 2003)

Crystal (2003) states that-this global language is often used for the purposes of
business transaction, teurism, political negotiation or social interaction. Concerning
business, the crucial aefivity of'human beings in a society, Charles (2006) states that
English as a lingua franea andl business English as a lingua franca function differently.
Business English as a lingua franca foguses on language based on the need and
requirements of communication required to get a job done. For Business English as a
lingua franca, communication skilis are crucial for communication due to the
diversity of “World Englishes.” English as a Ii‘h’gua franca focuses more on language
skills than communication ~skils,  seeing  Hnguistic skills as more important.
Interestingly, Charles’s study. (2006) about the use of business English as a lingua
franca (BEFL) in some companies revealed the compainy employees’ difficulties in
applying appropriate expressions for small talk, as well"as skills for negotiation that

commonly occur during the-pracess of-coammunication.

Languagesskill and communication skill may need to work collaboratively in
order to-yield-effective communiecation. Cansequently, danguage Jearning and teaching
cannot fail to'put an‘emphasis-on‘communication skills: Hewever, ‘in-general practice,
communication skill is barely included in EFL language pedagogy. Graddol(2006)
points out that EFL teaching and learning often focus on learning about native
speakers’ culture and society, as well as their language behaviors. Learners are
viewed as target language observers rather than users, and are expected to appreciate
and emulate native speakers. He claims that EFL has not met with great success due
to its focus on grammatical accuracy, native speaker-like pronunciation, and literature.

Learners have not become proficient and for decades have perceived the language as a
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bitter pill to swallow. He also views that teaching and learning English lessons can be
conducted in many ways depending on the needs of the stakeholders regarding the
learners, the school, national curriculum, societal need, and functions of the language
in use or situational relevancy. For Graddol, communication skill is not less important
than language skill in ELF pedagogy. The idea of providing learners enough
exposure in non-native accents of English so that they can get used to and understand
them easily is proposed by Graddol (2006). Consequently, English language learning
in the current situation may need to, cater to the dimensions of English as an
international language. Also, English ‘tesiing may need to follow the washback

disciplines.

Due to the major change of English status-as lingua franca, English teaching
and assessment have been eritiqued by many scholars for their relevancy and
appropriateness compa#ing .them: to ‘the existing status of English as a foreign

language or English as a.seconddanguage. .

Jenkins (2006) states that® ‘despite the widespread use of English as a lingua
franca, English language testing still dependson the standard criteria used for British
and American native speakers. Jenkins poinis out the relevancy of the sociocultural
theory and non-native speaking varieties bf"Eninsh in teaching and testing. She
explains that sociocultural theery: concerns social contexts where mediation and
language are constructed. via interaction. in.context -father than acquiring new
grammatical, lexical, and phonological forms. Davies{2003 cited in Taylor, 2006)
finds that language proficiency tests for second language are now far less the case.
Many tests do not.refer, to native speaker competence.in their-assessment criteria due
to the difficulty of defining and' describing the“idealized native speaker. He further
states that language assessment has been shifted from the traditional assessment
model "based, on seeing what: level dearners achieve hased on'the native speaker
competence criteria, but rather by putting more focus on what learners can do and the

scope of their improvement.

Graddol (2006) proposes that English as a lingua franca should be taught and
assessed according to the needs and aspirations of non-native speakers who use
English with non-native speakers. Interestingly, he points out that the model of
English as a lingua franca (ELF) indicates that learners should also be a fluent

bilingual speaker, who owns national identity in terms of accent, and has required
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negotiation skills to negotiate understanding with another non-native speaker. In
addition, international intelligibility is focused on. Moreover, all skills including
interpretation, translation, and intercultural communication are required and
emphasized. The primary purposes of ELF are to get a job in one’s own community
and to communicate with non-native speakers from other countries. For content and
materials, content often relates to another curriculum area putting more importance on
global issues. Most importantly, the assessment of ability to carry out tasks in English

is focused upon.

English pronunciation is one thing which.is usually in learners and teachers’
concern. However, proponents of English as a lingua franca (ELF) suggest putting
less priority on native speaker-pronunciation but-ELE intelligibility. Moreover, ELF
should focus on pragmatic sirategies which are required in intercultural

communication.

1.1.3.2. English a8 a lingua franca.in Asia
As regional trade grows, encouraged.by ASEAN, English is becoming an ever more

valuable lingua franca in Asia.

English has been spoken_if-tndia s'ihtc"e. ﬂcolonial days. Currently, 333 million
people in India use English (Kachru, 2004).' Bééides India, Pakistan, Bangladesh, Sri
Lanka, Malaysia, Singapore, Brunei, and the'PhiIippines are all now making use of
the English of their Angliophone heritage for offshore contracts. This regional growth

of trades makes English as a lingua franca more significant in Asia.

The economic benefit.of English hasdeen shown in China. In 1995, a decision
was made to have English taught~ 'in schools'from primary_level, grade 1. Today,
China produces“over 200 million English speakers each year. Moreover, the 2008
Olympics ‘in Beijifig resulted-in-improving the ‘English*language skills of its city’s
citizens.“The same phenomenon is occurring in Shanghai as it prepares for the World
Expo 2010 (Jenkins, 2003).

The English language situation in China has had an impact on the other
countries in Asia. Japan, Taiwan, The Philippines and Thailand have started
discussing, debating and putting appropriate action on their national English

education. In 1996, Thailand launched a policy to start English at grade 1, initiating a
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new teacher training program, but failed. Meanwhile, The Philippines are thinking

about using English in all school levels.

By the year 2010, around 2 billion people worldwide are expected to be learning
English. Nearly a third of the world’s population will be learning English at the same
time in the near future. The increasing response to ELF worldwide results in the

decline of traditional English as a foreign language (Graddol, 2006)

Due to the significant status of English as a lingua franca, and the evidence of
having more non-native English speaking tourists, this study should be English as a
lingua franca-oriented on teaching and ‘evaluation. Hence, course teaching and
evaluation should focus _on beth language and language features that concern
intelligibility, negotiatien*for_meaning, and communieation skills rather than native
targets of grammar, pronunciaiion, syntax, etc. To elaborate, apart from language
knowledge, strategic .eompetence including verbal and non-verbal skills which are
necessary for communicaters: will _be itéught and set as criteria in the course

assessment plan.

1.2. Objectives of the Study .
Due to the mismatch between the significance‘of tourism business in the area and the
low level of English proficiency of the That graduates, the effectiveness of English
curriculum in tourism' subjects in Thai universities has Been questioned. Therefore,
the objectives of the'study are:
1. To develop the English Tourist Guides course.using a task-based approach
for Chiang Mai Rajabhat University undergraduates.
2. To study the effectiveness of the ¢English Tourist Guides course using a
task- based approach by
2.1. comparing the oral English communication abuity- of the students
before and after learning the English Tourist Guides course,
2.2. calculating the effect size, and
2.3. examining the degree of engagement of the students studying the

English Tourist Guides course.
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1.3.  Research Questions

This study aims to develop a course and to investigate the effectiveness of the course.
Therefore, the study attempts to answer the following questions:
1. What components should be incorporated into the English Tourist Guides
course using a task-based approach?
2. How effective is the English Tourist Guides course using a task-based
approach?
2.1.  WIill the scores of .the students’ post-test be significantly higher
than those of the pre-test?
2.2.  What is.the magnitude of ihe effect size?
2.3. What is the-degree of student.engagement?

1.4,  Statements of Hypotheses

The findings of the empirieal studies on task-based language learning (Kavaliauskiené,
2005; Mackey & Silver,2006; Zhot, 2006; Kumaravadivelu, 2007; Parks, 2000;
Rus0,2007) showed the effectiveness in a number of ways such as learners’ learning
enhancement, motivation Or learning engagn'erhent. Hence, the hypotheses set in this
study are as follows: =

1. The score of the post-testis significantﬁlgl higher than that of the pre-test at the
level of .05. g

2. The students-show positive engagement in their-learning process [more than
the average value (>3.50/5.0)].

1.5. Scope of the Study

According to the research objectives, the scape of this study: isgas follows:

1. The population was undergraduate students who were majoring in Tourism at
Chiang:Mal Rajabhat University

2. The independent variable of this study was the English Tourist Guides course
using a task-based approach. The dependent variables were the students’ oral English

communication ability, and the student’s learning task engagement.
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1.6. Limitation of the Study

1. According to the curriculum planning of Tourism program of Chiang Mai
Rajabhat University, an intact group was used and was assigned into the class in the
first semester. Therefore, the subjects in this study were 24 fourth-year Tourism major
students at Chiang Mai Rajabhat University. The findings of the study may not be
generalizable to the whole population of fourth-year undergraduate tourism students
at Chiang Mai Rajabhat University.

2. The number of population ofthe English tourist guides who met the criteria
was 87 tourist guides (Tourist business and guide registration office, Chiang Mali,
personal communication, December, 2008).-The.aumber of the sample size for the
interview should be 70 (Yamane, 1973). In addition, the population of Chiang Mai
Rajabhat University alumni who.met the criteria was 8 and the number of the sample
size for the interview should be 7 (Yamane, 1973). However, the interview was
conducted during the high sgason of travelll and most of the tourist guides were very
busy doing their jobs. Therefare, 5 tourist guides who met the pre-determined criteria
and 4 alumni who were'tourist.guides were kindly willing to help devoting their time
for the interview were ‘purposively selected for the interview. The information

obtained may lessen its reliability: T

1.7. Definition of Terms

Terminology and its desecriptions i this study are as follows:

1. Task-based approach
Task-based approach is a. learning appreach by which learners engage in the
application of language-resources they already have through activities which utilize a
target language. This approach offers meaningful communication in order to
successfully:-‘complate fthe"assighed pedagogical and réal-world) tasks related to a
tourist guide’s work. The approach emphasizes meaning and authenticity of inputs
and communication. Learners are required to work in groups using English language
for transmitting messages which are reality based. Besides, tasks are the main means

for teaching and learning

2. English Tourist Guides (course using a task-based approach)
English Tourist Guides (course using a task-based approach) refers to an English

course operated at Chiang Mai Rajabhat University and aims to enhance learners’ oral
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English communication abilities. The course design focuses the needs for the course
obtained from the related literature and the needs analysis. The course requires the
learners to work in group using English in meaningful communication to complete
assigned tasks. Tasks are considered to be the main means of learning. The course

emphasizes meaning and authenticity of both inputs and communication.

3. English oral communication ability

English oral communication ability refers to the ability of learners to use
communication skills and English as a tourist guide in terms of social exchanges,
describing points of interests and other local knowledge and providing relevant replies
to the questions asked by tourists. It is measured.by the oral English communication
ability test. The level of ability-is rated against the rating scales adapted from the Test
of English Conversation.Profieiency (TECP), designed in-house for use at a Japanese
university of the SanyosGakuen University (2002) and the Standards of English for
Occupations by The English Language De\}élopment Center (ELDC), Thailand.

4. Student engagement

Student engagement refers o participants’ learning task involvement in terms of using
English to clarify their problems or solutions, collaborative work in group with
contribution and a positive emational toné'; and participation in the development of
the real-world tasks with effort and application of ideas.

The students® _engagement .was..measured by a student engagement
questionnaire and students” logs (the whole class). Moreaver, the student engagement
observation checklist and recordings of participants’ interactions (a mixed ability

group of five) werg used to-investigate-student’s engagement.

5. Needs
Needs in this studys refers-to-neeessary jfeatures obtained from Jiterature, interviews
with tourist “guides in ‘Chiang” ‘Mat, “"English teacher—at Chiang~ Mai Rajabhat
University, Chiang Mai Rajabhat University Alumni and relevant document analysis
which subsequently dictate task formulation, teaching and learning activities, skills to

be focused and course evaluation.

6. Course components
Course components refer to course content, teaching and learning activities together

with student evaluation.
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7. The existing course
The existing course refers to the “ English for Tourism 4”, which is one of the English
for Tourism course series that tourism students may take as one of their electives at

Chiang Mai Rajabhat University.

1.8. Significance of the Study

In the current era in which English has taken the role of the international language, all
sectors of world business, including tourism, consider it the crucial communicative
tool for the transaction of ongoing business. To teach English without relating it to
real-world tasks seems to be inadequate in.preparing students for their future roles as
professionals in their fields. Therefore,, the fole of task-based learning seems to be
vital. In this study, the .English-Tourist Guides course using a task-based approach

has developed. The study may be beneficial in two aspeets:

1. Tourism students‘at,Chiang Mai Rajabhat University will gain the benefits
from this study if the siudy is successful |n several ways:

a) Tourism students at Chiang Mali Iiajabhat University will get improvement
in their oral English communigation ability'v'

b) Tourism students at Chiang I\/'Iéi"‘Rajabhat University will have better
communication skills, which areerucial for Qloilj'él communication

c) Tourism students at Chiang Maiﬁéjabhat University will gain more group
work skills and strategjies-to-tearn-from-other peopie;, which is basically necessary for
their future careers and" for social beings

d) Tourism students at Chiang Mai Rajabhat University will have the lifelong
learning skill ta aceess the“availalile cyber=space-multimedia-to cater for their needs
and lacks.

2... The study may.promote academic knowledge. and knowledge in English
language teachingin three aspects

a) Theoretically, this study concerns the use of English as a lingua franca in
the ESP course. It also provides necessary information concerning task-based
approach with related real-world tasks and real-world tasks as a tool for learning
success. This includes oral English communication, which is considered to be vital
for world business.

b) Pedagogically, the study covers the process of the English Tourist Guides

course design from the relevant underpinning theories and needs analysis to course
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design, course implementation and finally, course evaluation. However, the insightful
information from the course development may also be informative and beneficial for
other similar courses. To exemplify, teachers of the other tourism courses such as
English for Tourism 1, English for Tourism Il or Tourism Industry may see the
effectiveness and benefit of the developed course and may get some ideas to
develop or utilize the information for their courses.

c) Practically, this study demonstrates the strong link between theory and
practice. The study demonstrates a method of the development of the English Tourist
Guides course to promote tourism students® oral English communication ability in the
area of tourist guide’s work. The study includesthe teaching method of a task-based
approach related to real-world tasks in order to enhance students’ English oral
communication ability and«prepare local students to be successful professionals in

their future careers.

1.9. Overview of theDiséeftation

This dissertation consists 0f five'main chapters.

Chapter | describes the background and rationale of the study regarding the
needs for the English Tourist Guides course for Chiang Mai Rajabhat University
tourism students who are locals-and may choose their careers as tourist guides, the

current trend of tourism and the significant rale of English as a lingua franca.

Chapter 1l reviews some-relevant principles-and corncepts that are essential for
developing the course: As this study focuses on the development of a particular
course namely, English Tourist Guides course using a task-based approach, the
reviews cover: course | development, eourse | evaluation;= task-based approach,
conversational interaction, oral English communication, student engagement, tourist
guide and.synthesis of previous research. in, the' study area... The concepts and
principles ‘caver ‘the ‘“underlying “theories, the Significance, “the ".framework, the
component issue as well as the assessment. In addition, the study context has been

included.

Chapter 111 describes research methodology of this study. The research design,
research procedures, research instruments, the methods of data collection as well as

the methods of data analysis have been covered.
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Chapter IV presents the results and the findings of the study. The data analysis
of the needs analysis, the information of the course development, course validation,
course implementation and the results of course evaluation have been illustrated.

Chapter V presents the summary and discussion of the study findings.
Suggestions and implications as well as recommendations for further study have also
been included.

4

AULINENINYINT
PAIATUAMINYAE




CHAPTER I
LITERATURE REVIEW

2.1. Introduction

This study aims to develop the English Tourist Guides course for tourism students at
Chiang Mai Rajabhat University, and to evaluate the effectiveness of the developed
course. In this chapter, it is therefore essential to review some relevant principles and
concepts that are essential for developing the course. The reviews cover course
development, course evaluation, task-based approach, language acquisition and
conversational interaction, oral English Cemmunication, student engagement and

synthesis of previous research in-the study area:

2.2. Course development

According to Richarde (2001), « curriculum planners. need to attend to their
understanding about the gurrent.andlong term needs of learners and of society such as
schools, teachers and leagners. These issQes-contribute to program management and

justification of curriculam.

2.2.1. Components of course developim‘ent for EFL
Components of communicative Sytabus deﬁné’a by Yalden (1983) consists of 1) the
purposes for which the learners wish to acql:ji'r'e"the target danguage  2) the setting in
which they will want-to-use the target tanguage 3) the role the learners will assume
in the target language as well as the roles of their interlocutors 4) the
communicative events in which the learners will participate  5) the language
functions involved: ©6)the notion involved: 7) the sKillsiinvolved 8) the variety or
varieties of the target language that will be needed 9) the grammatical content and
10) the-lexical content,, The grammatical .and.lexical, content.have been traditionally
considered” necessary. “The types“of “syllabus are” pronounced aecording to the
components that syllabus focused. Among those are the structural syllabus, the
situational syllabus and the functional-notional syllabus. The syllabus that
incorporates all the ten aforementioned components is referred to as more

communicative.
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The following section is the steps for program development by some scholars to

be guidelines for program developers.
Figure 2.1: Stages in course development (Yalden, 1983)
Yalden (1983) suggests stages in program development as follows:
Needs survey
Description of purpose

v

Selection/ developmentof syllabus type

Production of a proto-syllabus <«

Production-of a pedagogical syllabus «

Development and implementation of classroom procedures

Evaluation <

The needs survey involves what Ieéfﬁegs for whom a given course is being
prepared will have to do through the Ianguag_e bnce they are actually on the job. The
description of purpose is prepared in term's. Of'étudents’ gxpected characteristics and
skills. The selection or development of syllabus involves physical constraints on the
program. The proto-syllabus involves the language and language use to be covered in
the program. The pedagoegical syllabus concerns the development of teaching and
teaching materials and testing approaches. The development and implementation of
classroom procédures involve the development of classroom procedures and teaching

training: Theevaluation consistsof the evaluation of students; pregram and teaching.

Graves (2000) proposes components of course development for EFL. However,
there is no hierarchy in the process and no sequence in their accomplishment. A
course designer needs to begin with whatever that makes sense to him to begin where
he does. What makes sense to him depends on his beliefs and the reality of the context
for the curriculum to take place. Those components for course developments are
defining the context, needs assessment, course design with determining goals and

objectives, content, materials, teaching and evaluation, as seen from the figure below.
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Figure 2.2. A framework of course development processes (Graves, 2000).

assessing needs

- il g™

conceptualizing formulating goals
content / co SE and objectives
organizing l

the course DESIGN developing
\ materials

designing an
assessment plan
defining the context articulating beliefs

ﬁ\\‘ /

As the English Tourist Guides course is considered to be one of the English for
specific purpose courses;"we may need to consider ESP theory and some important
aspects of this school te~ obtain a more appropriate and effective course.

English for specificspurposes can be defined by absolute characteristics and
variable characteristics. I involves communication needs of learners to be pre-
determined prior to syllabus design and itl'ng_eds to be designed according to learners’
requirements and intergsts (Dudley-Evar,{s_ z;lnd St John 1998., Munby, 1978). The
developed English Tougist Guides coqfr’s;e"'is considered as the English for
occupational purposes, which is ,ih'_fhe catéﬁ%ir_x,iof ESP (Carter, 1983, Waters, 1987).
The components of communicéfive_ syllabuﬁéfined by Yalden (1983) will be used in

this study as they cater to the :bfihciples of thékfbésed language approach.

2.2.2. Syllabus.design (Content selection and grading)
According to Nunan (2001), syllabus design is concerned with the selection,
sequencing and justification,of the content«f the curriculum. This section elaborates

how some scholars’_in the field suggest course caontent selection and grading.

Content selection and grading are not less.important affecting teaching and
learning, success. The principle of content selecting and grading“is arbitrary and
hardly fixed with a certain criteria. In other words, no one parameter can fix all the

content selection and grading determination.

Course content selection is generally grounded on the consideration of
linguistic features, language functions and notions. Nunan (1988) points out that a
syllabus designer does not currently focus entirely on grammatical form but
attempts some sort of synthesis between those with functional and notional items and

there is no definite direction between them. Nunan also said that as can be noticed,
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some forms and function relationships naturally suggest themselves such as telling
direction which usually works with prepositions. Accordingly, the link between
grammatical, notional and functional is not totally predictable but largely through

intuition.

Alternatively, Strevens (1977 cited in Richard, 2001) states that the course
content selection especially for the ESP course should be based on a) restriction
which refers to the basic skills to be included b) selection which refers to the
selected vocabulary, grammar and language function needed by learners c) themes
and topics which refer to themes, topics,; sitwation etc, needed by learners, and d)
communicative needs whieh. refer to the comimunicative needs by the learner’s
purposes. The idea has beenrstupported by Long (1983 cited in Ellis, 2003). Long
points out that ESP syllabus gontent can ideally be specified by tasks derived from
needs analysis as they sefleet what learners need to de with the language. Prabhu
(1987 cited in Ellis, 2003) segs the sign"i'ficance of eommunication and tasks. He
argues that the pre-selection of Iinguisticr“items should be ignored and the content of

learning should be holistically based on units of communication including tasks

Similar to content selectiof, the paféﬁﬁe}er for content grading or sequencing
seems to vary. However, some general eIerﬁeri'fs are raised. Nunan (1988) states that
the content grading is often done by the co'ris'i'de'ration of the content complexity. He
shares a different \ieW about content selection and grading. He adds that course
content selection and grading vary according to the type and nature of each individual
syllabus. He explains that the designer who deals with content grading with the
synthetic syllabus ‘may-overlooK the camplexity of the linguistic notion when grading
the content. Fer the different types of task-based syllabus, content grading and
sequeneing, ;even differ, from.each, other,and the-issue-will be elaborated in the latter

section of task-based approach’issue.

Alternatively, Pienemann and Johnson (1978 cited in Nunan, 1988) point out
that learning difficulty can be determined by learner’s short-term memory rather
grammatical complexity. This idea is supported by Robinson (2001 cited in Ellis,
2003) who points out that the task complexity concerns the result of the attentional
memory, reasoning and other information processing demands imposed by the

structure of the task on the language learner.
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Interestingly, Richards (2001) points out that to determine the course content, a
course designer should consider the range of content to be covered, the extent of the
topics to be included. He also adds that sequencing the course content should be based

on the following.

1. Content complexity or the difficulty level of such content,

2. Chronology which means the order in which the event occurs in the real
world according to the nature of that certain thing. For example, in writing course,
brainstorming may come first followed by drafting, revising and editing respectively.

3. Learners’ needs which refers to the.existing sequence of a certain thing that
learners should need outside class. This is exemplified by raising the curriculum of
English for everyday use thatneeds greeting, Small.talk, personal identification etc. to
be in the common-practice Sequence.

4. Prerequisite learning. Prerequisite learning involves the necessity of one
thing to be at one point as'it is the other’s foundation for the next step in the learning
process.

5. Induction or-deduction approach. In some cases, the course might focus on
practicing some individual parts before going to the whole. Alternatively, some
courses might need to go tothe whaele part before looking at each part of the whole.

6. Spiral sequence. Spiral sequence involves the item recycling concerned to

ensure that learners have the repeated opportunity to expetience them.

Nunan (2004) said that grading, sequencing and integrating content of language
program are not easy even for the professional syllabus designer. He further states that
language items.are not isolated but rather-integraied that learners may be unable to
master one at aitime in a step by step design. As a result, learning items should be
extensively, recycled. However, for content,gradingsNunanpoints eut that for input
grading, the complexity of the‘input in terms of the grammatical features, is the issue
to be taken into consideration. However, a syllabus designer should be cautious as
sentence simplification making the sentence grammatically simpler can simply make
them even more difficult requiring learner’s inference. Besides grammatical
complexity, the length of the presented test such as the information density and the
language items recycling, the low- frequency vocabulary, the speed of the spoken
text, the number of speakers involved, the explicitness of the information, the

discourse structure and the clarity it signals also affects the difficulty. Moreover, the
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content that is presented according to the real-life sequence seems to lessen the
difficulty. Besides, the text type, the provided support and the learners’ schema also
affect the content difficulty. The learners themselves also affect the difficulty. Nunan
raises the issues of learners’ existing knowledge and schema, and the knowledge of
the world that the learners lack. He also points out the importance of fine tuning the
new coming knowledge and the existing knowledge. Alternatively, Brindley (1987
cited in Nunan, 2004) suggests that besides learners’ existing knowledge, learners’
confidence, motivation, prior learning experience, learner’s learning pace, observed
ability in language skills, cultural awargness: and linguistic knowledge are to be

included in grading learning input.

Besides input factor.and learner factor, - procedural factors also underline
content grading. Procedural factors concern the complexity of what learners have to
do in the process of leagming.or doing a task. Prabhu (1987) has said that no syllabus
or task can be generalized tothe particular '|earner, so grading tasks cannot be precise
but rather be based on the general criteria of task complexity or merely be on the

designer’s experiences of how particular groups respond to different tasks.

According to some scholars mentioned earlier, content selection and grading
vary. However, code complexity, fearner factors and procedural factors have been
basically grounded for syllabus designer as being some guidelines for the issue.
Moreover, learning task-especially those from needs analysis, seems to take crucial

role for content selection and grading.

2.2.3. Key issues in ESP course design
For ESP course design, heeds analysis /s ‘considered to beithe departure gate for the
course design because it determines the ‘what’ and ‘how’ of an ESP course. Yong
(2006),~reaches-the-conclusion-that ESP;course, designers,should-explare and identify
the learners’ potential needs in‘the first place. The ‘current-concept of'needs analysis in
ESP are professional information about the learners, personal information about the
learners, English language information about the learners, the learners’ lacks,
language learning information, professional communication information about
knowledge of how language and skills are used in the target situation, what is wanted
from the course, and information about the environment in which the course will be
run. Yong also states that grammatical functions, acquisition skills, terminology and

specific functions of discipline content are crucial parts of the ESP course. In the
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meantime, general English language content should also be integrated into the course
since content-related language cannot function without general English language

content.

Carter (1983) points out that the main characteristics of the ESP course are
authentic materials, purpose-related orientation and self-direction. He claims that for
ESP course, the teachers and learners should make use of authentic materials with a

variety of resources. The internet should be feasible in use especially in self-directed
study or research tasks. Purpose-related ; orientation refers to the simulation of

communicative tasks required of the target.setting. Self-direction in ESP course is the
feature of turning language learner into languageuser. He claims that in achieving this,
learners should have some-degree of freedom to decide when, what and how they will

study.

Gatehouse (2001) sugoests four key issues in ESP curriculum design gained
from developing the eurrigulum: for Lahguage Preparation for Employment in the
Health Sciences. The four key issues d're 1) abilities required for successful
communication in occupational settings,- 2) content language acquisition versus
general language acquisition, 3) heterogenéous learner group versus homogeneous
learner group and, 4) materials developmentf. Hﬂ‘é also points out that when developing
an ESP curriculum, three abilities need to be integrated for the purpose of successful
communication in octupational-settings: Fhe three-abiiities encompass the ability to
1) use the particular jargon in the specific context, 2) to use the generalized set of
academic skills, and 3) to use everyday informal language to communicate effectively.
Therefore, ESP:caurse designers should) take tintofaccountshew to integrate the three

abilities into the,components of an ESP course.

2.2.4) Needsanalysis
Many EEL syllabus designs overlook the needs analysis in the course planning but
just rely on the commercial textbooks available in the market. Those syllabus designs
seem to lack the relevance in terms of specific learning needs of target learners
(Cowling, 2007). However, specific English for particular purposes for particular
groups of learners who share particular interests (English for specific purposes) has a
higher demand for needs analysis (Jasso-Aguilar, 2005; West, 1994) since the
stakeholders’ needs are often clearer. In addition, a nature of a published textbook

would not adequately fulfill their needs.
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Many scholars viewed the distinction between subjective needs and objective
needs. Subjective needs concerns the learners’ desires themselves. Subjective needs
can be obtained from the analysis of learners’ own statements of what and how they
really want to learn or deal with it. Objective needs concerns the deductions of the
parties rather the learners themselves. Objective needs can be obtained from the
analysis of  learners’ personal characteristics, their proficiency levels, their
environmental existing contexts, the societal requirements etc. Both the subjective and
objective needs don’t necessarily well coincide with each other (Avermaet and Gysen,
2006). However, the balance between subjective needs and objective needs needs to
be taken into consideration when designing a.eurriculum. The curriculum with the
exclusion of subjective needs may be not in the interest of the learners. Paying no
attention to objective needsmay suffer the merit of curriculum due to the lack of
linguistic demands of cegiain.domains requiring specific language(Long, 2005b cited

in Avermaet and Gysen, 2006).

Needs analysis is sgen as the crucial‘element  for ESP (English for Specific
Purposes). Analysis of‘@ particular group of learners and other stakeholders’ specific
needs have a prime role in' the course design since it determines the “ what” and the
“how” of an ESP course. (Hutchinson and Waters ,1987).

2.2.4.1. Rationale of needs analysis +
The main purpose  of conducting.a needs. analysis <is' to gather stakeholders’
information for course design. The needs analysis—is often considered to be
stakeholders’ quantitative identification of language forms that learners will likely
need to use in the target,;language when,they are required-to.use and understand that
language (Brown, 1995). The course’design ‘based on needs assessment can be a
good match with those particular groups of learners. The one-size-fits-all approach
has been discredited by many research findings ({Long; 2005).;s Moreover, in many
cases, concrete evidence of particular needs can be directly used as part of the course

validation / approval procedure (Gardner and Winslow, 1983)

The aforementioned ideas match well with Fatihi’s idea. Fatihi (2003) views
that needs analysis is a tool to realize the stakeholders’ necessities, needs, goals and
lacks so that a syllabus designer can develop courses that have a relevant content for

classes. Needs analysis is, therefore, seen as a device for obtaining valid curriculum
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and reasonable objectives in order to promote and facilitate students’ learning in an

environment that is closely related to the real life situations of the student.

Graves (2000) views the role of needs assessment in the development of a
course in the way that it is an orientation toward the teaching and learning process.
She also sees that needs analysis is a dialogue between the teacher and learners or
among learners displaying their desires in learning. At the same time, Hutchinson &
Waters(1987) and Dudley-Evans & St. John(1998) place the two main reasons for
doing needs analysis. The first reason is to define the language needs in the target
situation such as things the learners need to know in order to apply effectively in the
target situation. The second. reason is to formulaie learners’ learning needs such as
how to achieve the target needs in teaching and learning process. In order to establish
the target language required in a particular workplaee, a course designer can search
for target language negds hy analyzing responsibilities/ duties/ tasks of professional
workers in the target situation dn the wofkplaces learners are going to face. Those
responsibilities/ duties/tasks jare -then translated into the skills required in such

workplaces.

2.2.4.2. The process of needs:assessment
Graves (2000) mentions that the process of ‘needs assessment involves a set of
decisions, actions and reflectionsand they are in a cycle.

1) Decide whatinformation.to.gatherandwhy.

2) Decide the best ways to gather: when, how and from whom

3) Gather the information

4) Interpret.the information

5) Acton the‘infermation

6) Evaluate the effect and effectiveness ofithe action

7). Decide on further or new.dnformation togather; (Graves, 2000)

By scholars’ words, needs analysis should not be missed when course
development is conducted. Multiple sources and methods in identifying needs for
course are crucial to be taken into the consideration. According to Long (2005), the
curriculum that doesn’t meet stakeholders’ needs may not benefit learners’ learning
and be the unfair failure. For task-based approach, the quality of tasks is that they
meet a clear pedagogical relationship to real-world language so needs analysis should

clearly indicate how students will use language in their real-life. Thus, designed tasks
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need to generate a development relationship to those mentioned out-of class activities
(Long and Crookes, 1991, cited in Skehan, 1999).

2.3. Course evaluation

Curriculum evaluation or program evaluation is a crucial tool for indicating the
success of a particular curriculum or program. It can provide the advantages and
disadvantages of a the curriculum. The curriculum can be revised and adjusted for

more appropriateness according to the result of curriculum evaluation.

2.3.1. Definition of evaluation
Evaluation refers to the systematic gathering-of.information for purpose of making
decision ( Richard et al;1985; cited Wn Johnson,~1989). Popham ( 1975, cited in
Johnson, 1989) sees the different view of evaluation. He says that the systematic
educational evaluation copsists'of ‘a formal assessment of the worth of educational
phenomena. Nunan (2004,/1992) provides clear distinctive meanings of evaluation
and assessment. He _defines evaluation‘as a board and general set of procedures
involving the collection and interpretation»ﬂof information for curriculum decision
making for further judgment and action. Evaluation also includes the information on
what students can do in the language. The in'folrmation from evaluation may help point
out if the course needs to be-meadified, “re\;i'sed or changed for appropriateness
according to the course goals. Evaluation can be done with any aspects of curriculum

at any time.

On the other hand, assessment refers to the procedures of collecting data of
what students can and geannot do in the language. It is said to be the subset of
evaluation. Testing lis-one form of assessment, Brown (1995 cited in Brown, 1996)
defines evaluation as the systematic gathering of information and analysis of data in
the particular context of<institution for]the: effectiveniess of the particular program.
Johnson (1989) provides a clear distinction between evaluation, measurement and
testing. He explains that testing refers to the procedures that are only based on tests
while measurement covers more broader range including records, questionnaires, self-
rating etc. Evaluation with a broader term includes all kinds of measurements
involving a program. A different view of evaluation definition is illustrated by Provus
( 1971, cited in Johnson, 1989). He defines program evaluation as a process of
defining program standards, determining whether a discrepancy exists between some

aspects of program performance and the standard governing that aspect of the



32

program, and using discrepancy information either to change performance or to

change program standards.

2.3.2. Approaches to program evaluation
There have been various approaches proposed for program evaluation so far. However,
gold attainment approaches, static characteristic approaches, process oriented
approaches and decision facilitation approaches are common approaches widely used

for evaluating program.

2.3.2.1. Goal attainment approaches or product oriented approaches
Goal attainment approaches or product oriented approaches are approaches that aim
to investigate if the goals and instructional objectives have been achieved. Hence,
these approaches focus-en'the geals and instructional ebjectives of the program. Tyler,

Hammond, and Metfessel and Michael are their main advocates.

Tyler (1942 cited indohnson, 1989) focuses on. the goals and objectives of the
program. He explains that the program’s goals and objectives should be clear and the
program evaluation should Pe done o sée If those goals and objectives have been
learnt and achieved. Tyler: states that the d'e!'vélopment of goals and objectives should
involve instructional materials and other Cé_'n‘tgejxts including students, subject matter,

societal considerations as well as philosophyofféducation and learning philosophy.

Hammond (1973, cited in Johnson, 1989)-provides some guidelines for program
evaluation based on.a product-oriented approach with more details. Five steps are
suggested in evaluation by this advocator.

1. Identifying precisely what is to be evaluated

2. Defining thedescriptive variables

3. Stating objectives in behavioral terms

4. 'Assessing the behaviorsidescribed in the objectives

5

Analyzing the results and determining the effectiveness of the program

To conclude, goal attainment approaches or product oriented approaches aim to
examine the attainment of the program goals and objectives. The approaches
investigate if the students’ behaviors meet the program goals and objectives which

were developed within the program context
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2.3.2.2. Static characteristic approaches
The second category of program evaluation suggested is static characteristic
approaches. The evaluation based on these approaches is conducted by outside experts
to determine the effectiveness of the program. The aspects of evaluation are all about
the program facilities and supports. The expert team visits the institute and inspects
the program examining the program records and facilities as well as static
characteristics such as the number of library books and language labs, the number of
Master’s degrees and Ph.D. among the staff. The inspection may include the
adequacy of parking facilities etc. The statig characteristic evaluation can be said to
be institutional accreditation whereby the instituie'sets some criteria and formulate the
evaluation report that judges the value of the institute itself. However, Popham(1975,
cited in Johnson, 1989) views that these approaches are not popular to be used among
educators due to the lack™ of<empirical research supporting the association of the

factors the approaches investigated with the final outcomes of the instruction

2.3.2.3. Process-oriented approaches:
Process-oriented approaches €an be done to facilitate curriculum change and

improvement. Scriven and Stake are chief advocates for these approaches.

Scriven (1976, cited in<Johnson, 1989) suggests the distinction between
formative evaluation and summative evaluation. He focuses not only on the goal
attainment but alsothe worth of those goals. He also proposes goals free evaluation
that covers the study-and recognition of unexpected-outcomes. Hence, formative

evaluation and goal free evaluation are included in program evaluation.

Stake’s (3967, cited‘in Johnson;1989) model of evaluation called countenance
model is famous:for process-oriented approach of evaluation. Stake explains that the
basic elements~of .this,medel-start; with sasrationale, and then focus,on descriptive
operation and finally end with ‘judgment operations. He-states" that“these elements
come with three different levels that are antecedents, transaction and outcomes. The
evaluators should realize the differences between the description and the judgmental
activities. Also, the transactions should be dynamic while the antecedents or prior

conditions and the outcomes are static.
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2.3.2.4. Decision facilitation approaches
Decision facilitation approaches serves the purposes of decision makers who may not
be the evaluators themselves but the administrators of the institute. The evaluators
gather and provide the benefits for those administers in the program for their
judgments and decisions. CIPP, CSE and Discrepancy models are good examples of

decision facilitation approaches.

CIPP model advocated by Stufflebeam et al. (1971 cited in Nunan1992) are for
context, input, process and products dimension of evaluation. Context refers to
rationale for objectives. Input covers the relevancy and quality of resources for goal
achievement. Process focuses on in-process-feedback for modifications by decision
makers while product underlines the measurement and interpretation of goal

attainment both during and at.the.end of the program.

The CSE modelss one of the models used for decision facilitation approaches.
The CSE model is named after the acronym for the Center for the Study of Evaluation
at the University of California L.os Angeles."Thus, it is known as UCLA model. Alkin
(1969 cited in Johnson, 1989) mentions thatto evaluate the program, five different
categories should be decided. He further states that those five categories are 1) system
assessment that is the state of everall systefn,"?) program planning including a prior
selection of particular activities, materials and so._on, 3) program implementation
including appropriateness..of program.implementation- relative to intentions and
audience, 4) program-improvement including changes that might improve the
program and help deal"with unexpected outcomes and 5) program certification that is

the overall valuerof the-program.;

To be more specific, the program evaluation for task-based teaching is provided

by a chief jpropenent of. task-based language teaching,

EHlis (2003) proposes two approaches for task-based teaching evaluation:
micro-evaluation and macro-evaluation. For micro-evaluation of tasks, what is to be
evaluated, is considered essential and the three types of evaluation, a student-based
evaluation, a response-based evaluation and a learning-based evaluation are to be
underlined. A student-based evaluation aims to investigate students’ attitudes towards
the tasks and the opinions of the tasks. Ellis claims that students’ attitudes and

opinions are not less important in language acquisition. Thus tasks should be seen as
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being efficient when students feel having fun and realize their usefulness engaging in
those tasks. The instrument of questionnaire is suggested to be used to gather the data.
A response-based evaluation can provide the information about the match or
mismatch of the predicted outcome and the actual outcome in both process and
product. The effective task should result in plentiful expected behaviors of students.
This type of evaluation aims to investigate what is actually happening in the process
and product of learning and if those behaviors are of what the tasks’ aims, thus
recordings of the task performance is suggested for data gathering. A learning-based
evaluation determines if students’ language learning is the result of the task-based
implementation. This type of evaluation aims.io investigate measurable changes in
students’ interlanguage that only.a single task seems to be unlikely to investigate. For

the learning-based evaluation; cenducting pre-test and post-test are suggested.

For the macro-evaluation of task=based course, a program evaluation is to be
considered. The program evaluation is: an elaborate. and systematic information
collection aiming to investigate the merit of the program (Weir and Robert, 1994,
cited in Ellis, 2003).“The merit of the program should be seen useful by the
stakeholders who are the decision makers whether to continue the program. The
example of teacher’s reactions: to--task-based language teaching , the comparison of
the achievement outcome of the experimental group and the control group of students

are exemplified for macro-evaluation by Ellis.

It is notable that-each kind of these approaches has different aims in evaluating
a program. Also, each approach needs different time of the program to be
administered. Inzaddition the rele of evaluators may vary.depending on the individual
approach. However, the‘approach‘used for‘program evaluation can be derived from
the mixture of many approaches ormodels for appropriateness and relevancy of the

objectives ofia particular evaluation;

As the developed English tourist guides course using a task-based approach
aims to investigate the course effectiveness in terms of students’ oral English
communication ability and student engagement, The evaluation of the proposed
model for this study will be based on Ellis’s micro evaluation with a student-based

and learning -based evaluation.
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2.4. Task-based approach
Task Based Language Teaching (TBLT) is an approach in which students engage in

a process in order to achieve a goal or complete a task (Ellis, 2003).

Task-based language teaching is also an approach which allows students to
work at their own pace with their own resources. It introduces learner freedom and
autonomy into the learning process while the teacher’s role is defined as a helper
(Willis, 1996; van Lier, 1996). Task-based language learning also provides great
opportunities for learners’ exposure o receptive skills in listening and reading as well
as productive skills in speaking and writing.«It also engages students in various
cognitive processes (Ellis, 2003; Willis, 1996): Learners can be exposed to more
examples of expression.patterns.which are relevanttoe their needs. They may be able
to acquire the target.danguage  from these comprehensible inputs. Tasks require
learners to act as lamguage wusers and _apply different kinds of communicative
behaviors, such as negotiation of meaniriQ; that naturally occur in real-life language
task performance (Van den Branden , 2006). Engaging in a task, learners have a
chance to use the target language .to. communicate to classmates, teachers or people
outside class to carry out the assigned tasks, Automatically, they need to negotiate
with each other for meaning, ‘@pplying both ‘I:‘inguage and communication skills in
doing so. This process enhances-interaction using the language which may in turns

promote language noticing and unconscious acquisition -(Willis, 1996).

Pedagogical tasks in task-based language teachingare comparable to real world
activities, and require interaction among participants and application of all abilities
and cognitive processes| involvedoin cactual language™use) (Wan den Branden,2006;
Willis, 1996; Nunan, 2004; Skehan,1998; Ellis 2004; Hitotuzi 2008).

2.4. 11 Theorctical‘background ofitask=based languagelearning
Task-based learning and teaching is based on several theoretical grounds.

1)The theory of psycholinguistic perspectives. The theory of psycholinguistic
perspectives views that a task is a device that guides learners to engage in certain
types of information processing that are believed to be important for effective
language use for language acquisition. Carrying out the task requires using mental

processing that is beneficial to acquisition (Skehan, 1996).
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2) The second theory involved is interaction hypothesis. This theory espouses
that meaning negotiation can contribute to acquisition. ( Long, 1989; Van den
Branden,2006).

3) The cognitive approach. Task-based language teaching is viewed to

construct both exemplar-based systems and rule-based systems, (Skehan, 1996) in
which lexical items and ready-made formulaic chunks of language contribute to

fluency, accuracy, and complexity (Skehan, 1996; Van den Branden, 2006).

4) The social constructivism. Socjal gonstructivists believe that learners learn
in ways that are meaningful to them. Learners learn better if they feel in control
of what they are learning. Besides, the theory hypothesizes that learning takes

places in a social context through interaction with other people, Furthermore,

social constructivists seé that dearners connect their intra-meaning construction
with the interpersonal world shared- by their own culture. Through a process of
'scaffolding,’ learning can/be extended béyond the limitations of physical maturation
to the extent that the development process lies behind the learning process (Vygotsky
1987). 3

The above-mentioned theories all aQréé’ that interaction enhances language
acquisition, and by engaging -in tasks, learners get the opportunity to use target
language as a means t@_complete the task via interaction.-However, Ellis (2003) states
that the interaction hypathesis that has been used iIn task-based research doesn’t count
much for pedagogical development in terms of “quantifying the amount of
negotiation that.takes place-.in.a,conversation.resulting, from_.a. task. This doesn’t aid
understanding‘of how ‘interaction centributes to"language acquisition. This approach
doesn’t provide holistic, collaborative and dymamic interaction,” but rather treats
discourse as'a static product (Van.Lier, 1996). Van Lier (1996), Swain (2000) and
Lantolf (2000) all agree that the research will be more valuable to investigate how
interaction contributes to language acquisition. The conversation analysis or students’

mediation in learning are suggested.
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2.4.2. Definitions of task in task-based learning
The literature revealing various definitions of ‘task’ have been uncovered according
to their formulations and the functions they play. This section provides definitions of

task-based learning by some of the following famous scholars.

Willis (1996) views a ‘task’ in task-based learning as any activity by which
learners use target language for meaningful communicative means to accomplish
an outcome successfully. Her definition is in line with Ellis’s (2003) who defines a
pedagogical ‘task’ as a work plan requiring learners to achieve the outcome using
language as a tool focusing on meaning. ~ Skehan (1998) also agrees that a “‘task’
is an activity in which a person produces his.own meaning using target language
where meaning is the primary focus.

Krahnke (1987) and Long (1985) view the “task’ quite differently. Krahnke
sees a ‘task’ as an aetivity with non-instructional purposes which takes place
outside the classroom. Similarly, Long views the meaning of a ‘task’ as a piece of
work people do in everyday life for oneself or for others.

Some scholars highlight the goal or purpose of a ‘task’ as that which has
meaning for the people wha carry ‘out the task. Crookes (1986, cited in Van den
Branden, 2006) sees ‘task™ as/an-activity or work project with goals or objectives
carried out in an educational ceurse, at.a work setting, or for research data
purposes. Carroll (1993) defines ‘task’ as any activity in which people engage in
an appropriate settig to reach some objectives. Similarly, Bachman and Palmer
(1996) define a ‘task’.as any activity that involves a person in the process of using
language purposively with=objectives in awparticular setting to reach a goal, while
Van den Branden, (2006) sees ia ‘task’sas an activity in-which a person uses
language purposively with objectives in engagement. From his perspectives,
language 1S/used tosunderstand language input and provide language output.

‘Task’ can also be seen as a particular set for language learning. Been (1987)
states that a ‘pedagogical task’ refers to structured language learning effort with
particular content, objectives, working procedure and a range of outcome. Candlin
(1987) defines a ‘task’ as a set of differentiated sequencable, problems posing
activities involving learners’ cognitive and communicative procedures applied to
existing and new knowledge in collective exploration and pursuance of foreseen or

emergent goals within a social milieu.
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‘Task’ is seen as a product by Richard et al. (1981). They view a
‘pedagogical task’ as an activity or action which is carried out as the result of
processing or understanding language, such as listening to a tape and then drawing
a picture. He defines a ‘task’ in pedagogical terms.

Prabhu (1987) defines a “task’ as an activity in which learners are provided
with the language they need in order to reach an outcome through some process of
thought. In his view, a ‘task’ includes teacher control and process regulation.

Nunan (2004) separates ‘task’ into two perspectives: a real-world or target
task, and a pedagogical task. The former refers to use of language in the world
beyond the classroom, while the latter refers.io"use of the language that occurs in
the classroom that involves learners’ comprehending, manipulating, producing or
interacting in target language, and focusing on their grammatical knowledge to
express meaning.

By a variety of “task™ definitions, EHis (2003) concludes that those definitions
address a number of dimensions that are 1) the scope of ‘task’ by which the role of
tasks are identified either as activities where students” attention is primarily focused
on meaning conveyance and students act as _'Ia'hguage users, or any language activities
including those designed 1@ get Students to 'diﬂsplay their knowledge and the role of
students are language learners; .2) the perspecti:ves from which ‘tasks’ are viewed by
task designers or students. This issue Is relé\}ént to the distinction between form-
focused or meaning-focused tasks. The tasks may be designed to encourage meaning-
focus but may result in form-focus when performed by students as they redefine
activities to suit their own purposes;, 3) authenticity which concerns the
correspondence: of a task to ‘some real-world activities.” Real-world tasks such as
borrowing a library book, or survival tasks such as form filling are examples of real-
world tasks However,otheractivitiesisuchtas telting a storyfrem asseries of picture
are considered to be not real-world. However, Skehan(1996) points out that such tasks
require learners to negotiate their way to a shared understanding and this reveals
interactional authenticity that can be found in real life; 4) language skill involved in
performing tasks is seen to exemplify a ‘task.” Some scholars believe that a ‘task’ can
involve productive skills while others’ definitions apply to receptive skills. In
accordance with the current literature on ‘tasks’, it is assumed that ‘tasks’ are directed
at oral skill, particularly speaking, since ‘tasks’ are performed orally; 5) cognitive

processes by which students engage in the process of thought such as selecting,
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reasoning etc.; 6) outcome which is considered to be an essential feature of a ‘task.’
The outcome can be judged in terms of content. However, the actual outcome may not
be as important as the cognitive and linguistic processes used to reach the outcome

which are of real pedagogical importance.

The definitions of a “task’ by many scholars are similar in that they conclude
that a ‘task’ requires language use with objectives to achieve a goal. However,

slightly different aspects are provided. Nunan (2004) highlights process while

Bachman and Palmer highlight outcome, Skehan , Willis and Prabhu focus on
process and outcome. Moreover, ‘task’ authenticity, language skills and cognitive

process are discussed. Precisely, Bygate et al+(2001) conclude that definitions of

‘task’ vary according te-the purposes for which a particular task is used.

2.4.3. Task classification ,
‘Task classification™ s also crugcial.and:must be takeninto consideration in a task-
based syllabus. Accoidingto Ellis (2008), classifying a task provides a basis for
ensuring variety, so that a syllabus desi"g_nJér can refer to the task classification to
ensure that a variety of tasks are‘providéd in the designed syllabus. In addition,
task classification is beneficial for identr:fyi;n_g the task types that meet students’
preferences and interests. Moregver, it iaféi}ides a framework for teachers to
experiment with tasks in their tlasses. Th'é"'r'éééarch literature on tasks reveals that
tasks are variously labeted:Forexample; tasks can-beriamed according to the type
of discourse they aré intended to yield such as interactive tasks to achieve an
outcome. Or they can be named for the type of activity they require of students.

The followingtable lillustrates task classification:

Table 2.1: Summary of task classification

Task Descriptions & | [Categoriesoftasks Advantages
classification

A pedagaogical e Based on the analysis | e Listing e Help generate a variety
classification of kinds of tasks of tasks on whatever

e Ordering and

(Willis, 1996) commonly found in sorting topic selected
textbook materials « Comparing « Give the outcome
e Reflect the kind of e Analvze the process
operations students e Problem solving invo|¥/ed P
need to perform to e Sharing personal
carry out the tasks experiences

e Creative tasks
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classification

Arnaudet, 1984

different rhetorical
discourse domains

e Feature structures and

¢ Instruction
e Description

Task Descriptions | Categories of tasks Advantages
classification
A rhetorical ¢ Involve theories of o Narrative e Tend to encourage

negotiation for meaning
and quality of learners’
productions

classification

(Prabhu,1987)

cognitive operations
when performing
tasks

activity

e Ipformation gap
activity.

Je Opening.gap

activity

;'Otgg in Ellis, linguistics(Ellis,2003) | ® Report e Cater to students’ needs
) e Cover the concepts of | ® Recipes :;L:ﬁ;?:}i ?;:‘5?12210,[0
genre (Swain,1990) e Political speech master
¢ Job application
A cognitive ¢ Involve a kind of e Reasoning gap ¢ Reasoning gap activity is

the most effective in
promoting negotiation
followed by information
gap activity and
opening gap activity
respectively

A
psycholinguisti
¢ classification

(Pica, Kanagy
and Falodun,
1993 cited in
Ellis,2003)

e Establishsatypology.
of tasks ingrelation to
their poetential for
language dearning

e Based on interactionat
categories

¢ Interactant
relationship

e Interactant

« requirement

& Goal orientation

¢ Outcome options

¢ Negotiation of meaning
is likely to occur
especially for two-way
tasks

¢ Negotiation of meaning
is promoted when
interaction is required

e Convergence-oriented
tasks result in more
meaning negotiation than
divergence-oriented tasks

e Close tasks with single
outcome enhance
negotiation for meaning.

2.4.4. Characteristics of a task in task-based language learning

A task in task-based language learning contains unique characteristics that aim to

enhance learners’ interactions through the process of carrying them out. A number of

scholars define“the characteristics of a task in task-based language learning in a

similar way!

Proponents for task-based language learning define characteristics of a task in

task-based language learning in a similar way. The main characteristics of a task in

task-based

language learning are meaning focus, target language use;

and

communicative outcome. However, E|lis (2003) and Skehan (1996) see that a task

should have some sort of relationship to the real world and apply real-world processes
of language use. At the same time, Ellis (2003) and Willis (1996) see that task can

involve the four language skills. Alternatively, Willis (1996) and Nunan (2004)
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propose authenticity and opportunity for learners to use target language in real
situation outside class. Moreover Nunan (2003) suggests that need based approach to
task-based content selection is necessary for task-based language learning.
Concerning cognitive process, Ellis (2003) suggests a task which engages cognitive
process to be included in task-based language learning. Interestingly, Skehan (1996)
identifies two forms of task-based approaches: a strong form and a weak one. The
first indicates that tasks should be the unit of language teaching. Language
development occurs when students need to transact tasks. On the other hand, a weak
form of task-based approach considers tasks.as.an important part of language teaching
and it also has the power of being an embedded-element in a more complex language
instruction.

Teachers are one of the“imporiant components in task-based language learning.
Task-based language education’ in classroom development is highly dependent.
Teachers may need to play imporiant roles by catering to their students’ motivation,
placing their energy<and effort in their. task performance, and interactionally
supporting their students during their-performances. The teacher’s interactional style
should support a positive and safe class_fobm climate, boost the learner’s self-
confidence and basic feeling of well-bein.g: éng help them bridge the cognitive and
linguistic challenges they meet during task pefformance. Furthermore, teachers may
also need to devote their attention to the Ieafﬁér’s emotional and motivational state
(Van den Branden et al., 2007).

2.4.5. Task-based syllabuses
The English Tourist Guides course using task-based approach is based on
communicative language teaching curriculum which focuses-on learners and their
purposes of learning. Accordingly, syllabus designed for the course needs to be
communicative-oriented. [For communicative language teaching,smany scholars such
as Beentand Candlin (1980 cited in Hiep, 2007) focuses on the importance of
communicative classrooms with a communicative methodology. To elaborate, the
focus is put on the communication about learning and meta-communication having

classrooms as the resources of its own communicative potentials.

Syllabus types concerning task-based language approach are defined by some
scholars. In general, Wilkins (1974, cited in Long and Crooks, 1992), defines
syllabuses as synthetic type of syllabus and analytic type of syllabus. The first
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involves the presentation of segmented concrete linguistic items as one at a time. On
the contrary, the latter involves the presentation of the target language as whole

chunks at a time without the linguistic interference.

Not very similar to Wilkins, White (1988, cited in Long and Crooks, 1992)
proposes broader types of syllabus according to course design, instruction, language
learning, and evaluation. Type A syllabuses involves what is to be learned. The
language is selected and taught in segmented concrete linguistic items. The
objectives are pre-determined and selected, in advance and the teacher is a decision
maker. Also learners are expected to master.the master the learnt language. On the
other hand, type B syllabuses.involves in how thedanguage is to be learned. They are
not interventionist. There is.ne-selected language to.be taught. Instead, the negotiation
on many decisions concerned.the syllabus is made between teacher and learners. The
process of learning is todbe facused aswell as the learning achievement is assessed in

relationship to learners’ cfiteria for success

It becomes clear that task=based Iangljage learning syllabus is analytic or Type
B syllabuses. Long and Crooks(1992) propose three approaches to task-based

syllabuses that are procedural syllabus, process syllabus and the task syllabus.

Procedural syllabus is a syttabus that focﬂses on language communication with
learners’ attention is-to focus on meaning réfhéf than formeThe basis of each lesson is
a problem or a task.. The task compléetion is focused with-meaning primary. However,
the activities of this type of syllabus are preset pedagogical tasks, not related to a set
of target tasks determined by an analysis of a particular group of learners’ future
needs. The pedagogicai operation focuses‘on task ‘completion-instead of the language
used in the proeess. The two salient characteristics are the kind of input the learners
are expoesed-to~and the ahsence-of feedhack-on-errors»The,teacher ,will adjust the
speech accordingly” to' the learners™ ‘proficiency while* accepting communicable
ungrammatical but communicable learners’ utterances. The teaching situation can be
compared to that of the caretaker and a child.  However, this type of syllabus has
been criticized on several grounds due to 1) the lack of rationale for the content, and
the relevance evaluation criteria to learners’ needs 2) the arbitrary process of
grading tasks and sequencing tasks 3) the lack of a focus on form in language

teaching for interlanguage development.
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Process syllabus involves much on learners and learning processes and
preferences rather than the language and language learning process (Breen and
Candlins, 1980 cited in Long and Crooks, 1992). They claim that a syllabus needs to
be negotiated and reinterpreted by both teacher and learners in the classroom. What
the syllabus consists of can be noticed after the course by observing what takes place
instead of what is planned. A social orientation and problem solving activities and
individual learning styles and preferences as well as the selected and predigested
knowledge are considered crucial in learning. They also point out that learning can
only be the product of negotiation, which in turn enhances learning. A content
syllabus is promoted to be incorporated withinthe process syllabus to check what
learners need to know. At the same time, the procedural knowledge rather than the
declarative knowledge, as.well.as the process rather than product are to be focused.
The process syllabus stilldhas.some flaws. First, there is no needs assessment for the
syllabus. Second, there is a difficulty of grading tasks and sequencing tasks. Third, the
lack of explicit indication @n the provision of a focus on language form. Last, there is

no second language acquisition theory supporting this type of syllabus.

Task-based language teaching is the syllabus which best describes analytic, type
B syllabus. It is grounded on EFL second language classroom research especially for
the teaching language for specific purposes. The syllabus involves pedagogical tasks
and methodological -options which draw learners’ atténtion to aspects of target
language code. Learners” with grammatical or ungrammatical productions are to be
investigated and digested as one source of learning..However, Long and Crooks
(1985,1986 cited in Long«and Crooks, 1992) adopt task as a pedagogic task as a
means for language presentation of appropriate target language samples to learners.
Learners may need to reshape that language via application of .general cognitive
processycapacities,and the negotiation of learners® comprehensieh and production is
to provide. Thus this activity is believed to facilitate language noticing and
interlanguage development. Task-based syllabuses for this type required learners’
needs identification to be conducted in terms of real-world target tasks in order to
prepare learners to undertake. To develop the syllabus, classifying the identified needs
analysis is to be done after conducting needs analysis. Then pedagogic tasks are
derived and sequenced to form the task-based syllabus. The pedagogic tasks are the

one that learners and teacher work on in the classroom. Grading and sequencing tasks
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is partly functions of which pedagogic options are selected to accompany their use. In
this case the negotiation between teacher and learners can be suggested. In the part of

assessment, task-based criterion-reference test by experts in the field is to be done.

Procedural, process and task-based language teaching are all reasonably analytic,
Type B syllabus which ignore synthetic, Type A, syllabus and unit analysis. However,
three of them differ in the rationale of their purpose. Needs analysis for defining tasks
and task content, selecting and sequencing tasks as well as methodological option that

they prescribe and proscribe are issues of differences.

2.4.6. Designing a task-based language.eourse
In designing a task-based language course, the issue of what to focus on either the
content to teach (what te*teach) or methodology (how to teach) has been discussed.
According to the prineiplessof itask-based approach, meaning is focused rather than
form and learners need to use farget language as a means to complete the assigned
task as well as navigate' their own paths.of learning (Ellis, 2003, Kumaravadivelu.
1993). Accordingly, learming process seems to be more important. However, decision
of content selection needs to be: involved in‘task-based curriculum. Nunan (2004)
claims that design and methadology-are interwoven and the use of tasks is considered
as the point of departure in designing a sylléb'us. As a result, task selection is the

crucial aspect for syllabus desigh:

A number of seholars have proposed some frameworks of task-based syllabus

design. Some of them are listed as follows:

Ellis (2003) states that in designing.task-based syllabus with linguistically
unfocused tasks, the designer needs the specifications of the tasks to be included in
that syllabus. In“order to get task specifications, those tasks need to be classified in
terms of therr types in‘orderto See their thematiC contents. Next; those tasks need to
be sequenced to grade their levels of difficulty applying appropriate criteria. For the
task-based syllabus with linguistically focused tasks or one with the mixture of both
focused and unfocused tasks, the additional specifications of the features of language
that are forms and functions are to be included in the syllabus. As a result, such
syllabus leads in a focus on form into a meaning-centred curriculum.
Also, consideration on both task sequencing and linguistic content are focused. After

that, teaching materials and task work plans are to be manipulated.
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Nunan (2004) states that tasks can be thought of as functions and contexts that
allow functions to be activated in a particular communicative context. Nunan suggests
steps in designing a task-based syllabus in a number of ways. He states that the
designer first needs to select and sequence real-world tasks. After having specified
target and pedagogical tasks, the syllabus designer needs to analyze the target and
pedagogical tasks in order to identify the knowledge and skills that the learner will
need to have in order to carry out the tasks. The next step is to sequence and integrate
the tasks with enabling exercises designed to develop the requisite knowledge and
skills.

The following are steps that Nunan fellews in designing language programs.

1. Select and sequence real-world / target tasks

2. Create pedagogicaltasks (rehearsal / activation)

3. Identify enabling skills: /create communicative activities and language
exercises '
4. Sequence and inmtegrate -pedagogical tasks, communicative activities and

language exercises (Nunan, 2001)

Long and Crookes (1992) agiee that"r']te'eqs analysis should be seen as a starting
point in task-based syllabus design. They viéw that the information from needs
analysis will articulate the required content'o‘r'i’n'put, the way the task are selected and
sequenced, and the “teaching activities to be used in:the syllabus. Accordingly,
conducting needs analysis should be done as the first step to get an inventory of target
tasks. Next, the target tasks derived from the needs analysis are classified into task
types from where the designer gets pedagogical tasks. Then;“those pedagogical tasks

are selected andisequenced to establish a task syllabus.

Gysert and Avermaet (2006) support L.ong and ‘Croakes’s peints of view. Gysen
and Avermaet state that a syllabus designer should consider “what”, “how”, and
“why” learners should learn whatever they are supposed to learn. They go on saying
that task-based learning approach tends to take account for learners’ needs at the
starting point in order to design task-based syllabus that intends to match learners’
needs and goals. Accordingly, the starting step of designing task-based syllabus is

conducting needs analysis to answer the questions of “what”, “why” and “how”. The

next step is describing those gathered needs to establish the relevant language
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domains and situations in use of learners. And also, the list of selected domains and
situations of language use need to be refined by experts and stakeholders in the field
in order to get practical and workable tools for the curriculum design. This step
results in deriving tasks, curriculum design, and language teaching and assessment.
After that, specifications of tasks need to be classified. To reach that, defining task

types is beneficial. Then pedagogical tasks are in consideration for designing course.

Advocates of a number of educationalists’ ideas of designing syllabus differ in
some main aspects such as a form of needs analysis for the input, as a departure gate
to start with in selecting tasks for the syllabus (Ellis, 2003, Long and Crookes,1992,
Avermaet and Gysen,2006)-.. Other educationalisis«(€andlin,1978) focus on pedagogic
criteria for task selection.~©One of the educationalist (Ellis, 2003) adds more
perspectives about the censideration of whether to focus on linguistic features in the
tasks in syllabus designe#However, there are some areas of agreement. Most of them
fundamentally agree on.the need: of needs assessment and task specifications, task

selection, meaning centred= based focus, interaction and task outcome.

Content selection and grading
For content selection, Ellis (2003).views that the cheice of themes of content selection
for task-based syllabus depends on whether the general proficiency or the specific
use of the target language to be focused. He further states that topic familiarity and
intrinsic interest should be the guiding principles for eontent selection on general
proficiency while learrers” proficiency level and local values and interests are for the
specific use of the target language. In the case of course for specific-purpose, the
topics derived from the analysis,of the target.tasks ;learners~will need to do should
best contributes to‘teaching-and ‘learning. And alse; to ‘get'the topics from the target
tasks, those target tasks need to be generalized intesthe task types @and this can be done
by generalizing | the topic of ithe related tasks; giving direction; describing place of
interest or informing about the travel transportation may be generalized to the topic

of giving information

Focusing more on learner’s needs , Avemaet and Gysen( 2006) points out that
the needs analysis which should be conducted for relevant domains and language use
situations, answers all the questions of what, how and why learners learn the language
and the course content vary according to the learners needs which tied to functioning

in specific domain. The information from needs analysis helps determine the relevant
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real-world related tasks which in turns suggest course content and activities. In terms
of curriculum design, tasks become the prime units of description for the selection of
goal (Avermeat and Gysen ,2006). Richard (2001) also puts the focus on needs
analysis on content selection. He states that different learner has different language
needs so their needs should identify the content of the course. For content selection,
the area of considerations falls on the language nature, language use, the most
elements of the language and the content organization. He also adds that the content
selection of the particular approach should be based on the subject-matter knowledge,
the learners’ proficiency levels, current \views on second language teaching and
learning, conventional wisdom and convent€nee so the information gathered from

needs analysis should well'contribute to the course content and content organization.

Widdowson (1990°Cited 1n Ellis;,2003) points out that determining the criteria
for task sequencing is not easy as the fack of - a sufficiently well-defined model of
cognitive complexity to_establish such c'rif'eria. However, it is practical to determine
what tasks are suited to learners’ develorx)!ment level as tasks allow them to use their
own existing knowledge resources {0 ach‘ie_\(e__ the task outcome. Moreover, each task
comes with its own characteristies whic,r_j;_ _rélate to the nature of input, the task
conditions, the processing operation and the required outcome, learners’ individual
factors and the methodology applied WhicH._c_a_n ease or burden learners’ learning.
However, Ellis (2003) points out that to contribute to the. maximum learning and to
match the learners’ fevel of development, content seguenee is in need. The principal
guideline for content sequence depends on the complexity of each individual task.

Ellis suggests some criteriasfor task selectien‘and sequence that are the following.

Table 2.2: Criteria‘for-grading tasks (Ellis, 2003)

Criterion Easy Difficult
Input
1.Medium pictorial — written —»Oral
2.Code complexity high frequency vocabulary: Low frequency
short and simple sentences vocabulary;
3.Cognitive complexity Complex sentence
a)information type static —3 dynamic structure
b)amount of information few elements/relationship
c)degree of structure well defined structure —3 Abstract
d)context dependency here and now orientation many elements
4.Familiarity of information familiar relationship
little structure
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Criterion Easy Difficult
there-and-then
orientation
unfamiliar

Conditions

1.Interaction relationship two-way one-way

(negotiation of meaning)

2.Task demands single task dual task

3.Discourse mode required | dialogic monologic

to perform the task

Processes

1.Cognitive operations: exchanging infermation— | exchanging opinions

a)type reasoning
b)reasoning need few steps involved many steps involved

Outcomes

1.Medium pictorialvl — written —p oral

2.Scope closed? - open?

3.Discourse mode of .task'| lists; deseriptions, — instruction,

outcome narrativesz classifications arguments

Long (1983 cited in'VVan den Brandefﬁ;vzf)'jOG) offers some alternative parameters
for grading task types that are; presuppoééd--dknowledge location in time and space,
number of parties involved, pace and duratlon At the same time, Skehan (1996 cited
in Van den Branden,;2006) mentions about task complexity and difficulty that the
parameter should be code complexity, cognitive compIeX|ty and communicative stress.
Norris et al. (2002 cited in"Van den Branden,2006) add that code command,
cognitive operation and gommunicative adaptation. In conclusion, Van den Branden
(2006) concludes that the taxonomy: of grading tasks implies that task performance is
determined by ‘the dynamic interaction of a board set of linguistic cognitive and
contextual‘parameters, T hefellowing @re ‘the‘parametersiindicating the description of
task type by Van den Branden: skills involved, text genre, level of information

processing, interlocutor, topic and contextual support.

Focusing on communicative class, Nunan(1988) raises an idea about selecting
and grading learning tasks that in communicative language teaching with meaning
focus, more authentic materials with the existing grammatical structures should be in
use. Nunan (1985 cited in Nunan,1988) points out that the activity difficulty is

determined by the cognitive and performance demand made on learners. Type of
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learner response is exemplified to support the evidence. More, the interactive
language use has been raised to promote language acquisition. In ESP, the mean of
content grading is with the reference to the concepts associated to the subject. For
example, Mathematic contains some concepts which logically proceed or follow the
others no matter to what extent this conceptual grading is appropriate for second
language learners. Moreover, the extent to which the learner is familiar with the

subject has been raised to determine task and content grading.

Mohan’s knowledge framewaork (Mohan, 1986 cited in Nunan, 1988) indicates
that cognitive complexity is. the main means.for task difficulty consideration.
Alternatively, Brown and Yule (1983, cited-in Nunan, 1988) state that considerable
attention and task content.can-determine task difficulty. For example, listening task
with more speakers should besmore difficult than listening task with fewer speakers.
Beside, the listening task wiich doesn’t address the listeners may be boring to the
listener. Moreover, the text type, the number of elements, properties, relationship and

characters also affect the task difficulty.

Candlin (1978 cited in Nunan 1988) suggests six factors that determine the task
difficulty that are cognitive «lead, communicative stress, particularity and
generalizability, code complexity —and intérp‘F'etive density, content continuity and
process continuity. At the same time, Long (1983 cited in Ellis, 2003) suggests that
for task grading, one-way-transfer of information should precede that with two-way

transfer of information.-IMloreover, convergent tasks should precede divergent tasks.

Anderson and Lynch (1988 cited in Nunan 1988) view that three components
that are listener; listening‘input and the itask are three factors-affecting listening task
difficulty. Theyssuggest some comprehensive treatment of listening task difficulty
that are~ a) the-presented.information seguence, b).the~presented-topic familiarity c)
the explicitness of the presented content” d) the'input'type~e) thetask-type and, f) the

amount of the provided support.

The syllabus design in this study will be based on the course description of the
existing English for Tourism 4 course along with Avermaet and Gysen’s syllabus
design model (2006) with the reasons that the course is designed for specific
purposes of learners who have particular interests in English commonly used by

tourist guides in tourism industry. Accordingly, the needs analysis needs to be
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conducted prior to other steps in designing the syllabus. Next, the data gathered from
the needs analysis and the “English for Tourism 4” course description will be
analyzed to get the relevant domains and language use situations. After that
specifications of tasks are obtained by classifying task types. Finally, pedagogical

tasks and real-world tasks are considered to be put into syllabus design.

2.4.7. Task-based learning framework
A task-based language approach has the strong aim of enabling learners to use
target language as a means to carry out an assigned task in order to learn the
language. Several scholars in the field® outline some task-based learning

frameworks as guidelines-io steer teachers intheir-language classes.

Willis (1996) states that-a task that enhances learners’ learning and
improvement should~be one. component of a larger framework. She further
suggests that the framework be composed of three phases: pre-task, task cycle, and
language focus. She claims that exposure, use, and meotivation are the three basic
components provided by this framework. The ‘pre-task’ phase initiates the topic
and task, and introduces related: vocabulary and phrases that may facilitate
students’ learning. Topic related recordings may play a good role in
supplementing the task in the ‘task-cyclé,"‘“Which is the next phase. The ‘task
cycle’ phase provides learners with an opportunity to use their existing target
language in order to €arry-out the task. In-this phase, learners are required to carry
out the task in pairs, or small groups. Then they prepare to report their work back
to the whole class either orally or in written form. NeX{, they present their work to
the class, exchange itheir written avork; of- compare the-results. By this stage, the
teacher’s role‘is'that of-a facilitator delivering guidance whenever students need it.
However, students’ exposure to target languagesslistening to orréading the related
topic can be donesduring this stage instead of at the pre-task stage, depending on
the task type. The last phase, language focus, offers learners a chance to
investigate and discuss specific language features in the text, transcripts, or
recordings. In this stage, it is suggested that the teacher provide practice of new
language which they have already processed for meaning in order to eliminate the

uncertainty of unfamiliar language features.

Nunan (2004) states that task-based language teaching is basically derived

from real-world tasks that people accomplish with language. He refers to a
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general level of macrofunctions of language presented by one of the functionalists,
Michael Halliday. These ‘macrofunctions’ consist of transactional or service
macrofunctions, social functions and aesthetic macrofunctions for enjoyment.
Undoubtedly, he sees that these macrofunctions are regularly interwoven into
everyday interactions. As a result, he asserts that there need to be transactions of
these real world tasks to pedagogical tasks. Moreover, those aforementioned
tasks can be placed on a continuum from rehearsal tasks to activation tasks. He
further details that the rehearsal task prepares students for a task that they will
need to do in their real lives, outside the classroom, such as form-filling, preparing
a resume etc. Nunan refers to an ‘activation.task’ as a task that promotes use of
language functions and structures necessary to carry out a task. Nunan also
suggests an interesting pedagegical sequence for introducing tasks to develop a
unit of work. He suggesis‘that the sequence consists of six steps that are 1) create
a number of schema building tasks that focus on the related vocabulary, language
and contexts for the task 2) give learners controlled practice in the target language
vocabulary, language,svogabulary,  structure and functions 3) give learners
authentic listening practice = 4) focus Ieafnérs on linguistic elements 5) provide

free practice and 6) introdiice pedagogical tasks.

Ellis’ (2003) framework is more complicated than that of others. He includes
specific goals in the‘aspects of communicative competence that the task aims to
contribute to, including linguistic competence, soelolinguistic competence,
discourse competence, and strategic competence. The general task framework
includes input, conditions, process and predicted outcome. This general
framework is claimed ta be very beneficial in terms of its systematic description of
different tasks, ‘identification of many options for defining the, task and practical
functions for variousttask types. EIis suggests a framework for 'task-based lessons
that cover pre-task, task and post task. The pre-task stage aims to prepare students
to perform the task, objectively facilitating language acquisition. During this stage,
students may be required to perform a task which is similar to the main task, or
they may only observe a model of how the task can be performed so that students
are adequately prepared for performing the main task. However, Ellis has
suggested interesting activities designed to raise learner’s consciousness about

specific features of the task performance. By this stage, learners may get involved
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with activities which help prepare them with language and skills they may make
use of in the next phrase. The next phase is the actual task phase. This phase
concerns options related to how the task can be carried out and can be prior to the
actual performance of the task. Task performance options and process options are
the two options mentioned here. The task performance options are time pressure
and an allowance for students to access the input data while performing the task.
The process options concern the way in which the task discourse is either
prescriptive or descriptive. The third option is the introduction of a surprise
element into the task in order to extend or ingrease the amount of student talk. The
last phase is the post-task which involves the three pedagogical goals of
performance repetition, reflection on how the task is carried out and attention to

problematic linguistic forms:

Skehan (1996) foeuses on the importance of the balance of accuracy, fluency
and structuring in the Janguage: as -the ‘most. relevant components in task-based
instruction. He then propases.a well-organized and practical framework for classroom
practice. He next definés threg stages of Classroom implementation. The first stage,
pre-task stage, is the pre-emptive stage. This stage serves to promote students’
language restructuring and aims @ provide relevant language to aid students in the
performance of the task that needs to be accomplished in the next stage. Also, this
pre-task stage is believed to help reduce students® cognitive load, and activate
students’ schema buiding so that they can carry out the-main task more accurately,
and with greater complexity and fluency. The second stage is the stage o the actual
task. The stage of the actuaktask, by his views, should offer a moderate easy-going
task. By this stage the teacher needs to be clear with specific features to be focused on.
Visual support, @ surprise element, or even time pressure can be.added to adjust the
level of difficulty 1 the task while it is being done. The!last stage Is the post-task
stage. The post-task stage offers students a chance to put their full attention to task
management during the main task. This task should be done without the intervention
of the teacher so that they acquire language naturally. Restructuring and accuracy are
to be looked into by this post-task stage. Skehan offers two phases of post-task
activities. The post 1 phase, which immediately links to the teaching which has just

occurred, consists of public performances recorded by a video camera for later
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watching and analyzing. The post 2 phase offers the investigation of task sequence,

task progression, and how sets of tasks relate to each other and to the goal.

Table 2.3: Summary of task-based language frameworks

Framework for describing

General task

Framework for designing

awareness
Input

e  Spoken input

e Written input

e Visual input
Procedures

(Depending on whether it is
rehearsal task of activating
task)

Enabling skills

e Language exercise
e Communicative
activities

task framework task-based lesson
E | Goal- communicative aspect Input Pre-task
L | e Linguistic competence e Medium e  Similar task performing
E | e Sociolinguistic e Organization e  Task model
I competence Condition e Non task activity
S | e Discourse competence e Information e  Strategic planning
e  Strategic competence configuration including linguistic form
Input o ' Interactant provision or strategies for
e Verbal / non verbal relationship performing the task
Condition e Interaction During task
e Information presenting requirement e Task performance options
way e Orientation including time pressure, task
Process Process access allowance and
e Methodological procedufe (e Cognitive introducing some surprise
Outcome o/ / Diseourse made e Process options
e  Process Qutcome Post-task
e product e /' Medium e Performance repetition
o “'Discourse mode e Reflection on carried-out
' 4 task
J % e  Attention to problematic
forms
- ; 24 Pre-task
W £ e Introduction to topic and
| Tdia task
L #- s A4 e Option of hearing similar
L —= task recording
| foy = Task cycle
S o Task
o — - _e . Planning
e | Report
Language focus
& Analysis of problematic
linguistic features
Practice of new words, phrase
and patterns emerging from the
task
Goal
N | o communicative.aspect
U | ¢ "Sociocultural Real world/ target task 6.steps far unit.of work
N | ¢ “Learning-how-to- learn Pedagogical task 1.Schema building
A |« Language and culture ¢ Rehearsal task 2.Controlled practice
N e Activation task 3.Authentic listening practice

4. Linguistic elements focus
5. Provision of freer practice
6.Pedagogical task introduction
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Framework for describing General task Framework for designing
task framework task-based lesson
S |- Pre-teach Pre-teach
K e Restructuring e Consciousness raising
E Establish target language | e  Practice parallel tasks or
H Reducing cognitive load | rehearsal of elements
A During task During task
N e Mediate accuracy e Task choice
and fluency e  Task adjustment to level of
Post-task appropriate difficulty by teacher
e Postl Post-task
Discourse excessive e Postl
fluency Public performance
Encourage accuracy and | analysis
restructuring Testing
Testing o Post2
e Post? Task sequence
Cycle ofisynthesis and Task families
analysis
G |- - An introduction ( pre-task)
@) e Motivating students
R e Preparing students
P | e Organizing the performance
& = phrase
B | Performance phrase
© : e  Authentic interaction
G e  Students’ discussion and
A : negotiation
E s Je The post-task phrase
R 74, e A verbal and interactive
T = reconstruction of the process of
T task performance
T e Form focus
e ./ Strategic communicative
competence
e General learning strategies

Based on_the insights~of the professienals above, there are slight differences
among the task-based learning frameworks provided. Willis: focuses on learners’
exposure to the language, learners” language use and motivation. Skehan puts
emphasis on the balance; of accuracy, fluency and structuring in' language learning.
Both of ‘them suggest pre-task, during task and post-task as task-based learning
frameworks. At the same time Ellis and Nunan propose general frameworks and
frameworks for task-based lessons. Ellis’s general framework is input, conditions,
process and predicted outcome, while pre-task, during task and post task is in the
framework for task-based lessons. Nunan is concerned with tasks in language learning

and real-world tasks. Rehearsal tasks and activation tasks are in his general task-based
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language learning framework while introducing the six steps for framework for

developing a lesson.

2.4.8. Task-based assessment
The belief in the effectiveness of the task-based approach for second language
acquisition has brought about an increasing number of testers for assessing a learners’
ability to use target language. Accordingly, any implementation of a task-based
approach in teaching and learning inevitably is concerned with employing a task in its
assessment. Nunan (2004) states that task-based assessment requires test takers to
perform a task simulation that they will have.to perform in a real-life situation.
Generally, assessment tasks.are seen as toels.ie-elicit the language abilities and
strategies that are believed.ie-underpin successful.language performance (Van den
Branden, 2006). In language-learning and teaching, Ellis (2003) views assessment
tasks as a tool to initiaie and evaluate fearners’ language performance ability in the
context in which learnerS use ithe target ""'Ianguage as a means to communicate to
complete the assigned task fogusing on méaning. He further states that communicative
language testing with the gharacteristics of performance, authenticity and score on
real-life outcome involvement, constitutes g.;f_(_)vrm of task-based assessment. Moreover,

the assessment must be based ontasks (Norris et al. 1998)

Baker (1989) and Rebinson and ‘Ross (1996) suggest a distinction for
classifying the types-of language tests.in task-based fanguage testing which relate to
the direct and indirect-distinction. A general distinction-c¢an be made between system-
referenced tests and performance-referenced tests. The former is more construct-
oriented requiring test takers to, demonstrate.the,knewledge.of-linguistic features, lexis,
grammar or phonology-This type 'of test is‘used for assessing-language mastery with
no specific reference to any particular use of danguage. Cloze" tests or multiple
choices are good examples of this kind of test. & The (latter concentrates more on
content-oriented knowledge, requiring test takers to demonstrate an ability to use the
target language with work-sample approaches to test design. Both system-referenced
tests and performance-referenced tests can be direct (holistic) or indirect (analytic). In
direct assessment, learners are required to reproduce the language behaviors that they
will need to perform in the real world while the indirect tests don’t have such

qualification
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The table below provides the concrete identification of the four basic types of
assessment based on Baker (1989) and Robinson and Ross (1996).

Table 2.4: Summary of identification of the four basic types of assessment based
on Baker (1989) and Robinson and Ross (1996)

Mode Direct (holistic) Indirect (analytic)
System- Traditional tests of general language | Discrete-item tests of linguistic
referenced ability: knowledge:
- free composition - multiple-choice grammar or
- oral interview vocabulary tests
Informal-transfer tests: - elicited imitation of specific linguistic
- information-gap features
- opinion-gap - error-identification test
- reasoning-gap (Baker , 1989) Integrative tests:
Sample of oral or written language-via“|"=" cloze
interview and/or compesition - dictation
(Robinsonrand Ross; 1996) (Baker , 1989)
Grammar and reading multiple-choice
tests
(Robinson and Ross, 1996)
Performance- | Specific purpose tests: 3 Tests that seek to measure specific
referenced - tests hased on gbserving real-world | aspects of communicative proficiency
tasks L 4 discretely:
- simulations of real-world task - tests of specific academic sub-skill,
(Baker, 1989) bt e.g. the ability to cite from a published
{, work
Communicative simulation of ‘target | - tests of the ability to perform specific
tasks, e.g. library skills; reading test*+ | functions or strategies, e.g. the ability to
(Robinson and Ross;"£996) — | write a definition of a technical term
, | Breakdown of simulation into sub-tasks
for multiple- choice formats
(Robinson‘and Ross, 1996)

Types of language assessment (based on Baker 1989:11and ‘Robinson and Ross, 1996)

Ellis and Nunan: view that direct: system-referenced tests and direct
performance-referenced tests are task-based'and holistic in hature while the other two
types, indirect-referenced tests and indirect performance-referenced tests are less clear
since they 'don’t 4nclude the, actual tasks in ‘their designs. Jlowever, the direct
performance tests attempt to assess the learners’ real language use In contexts in the
real world situations or the simulation of real-world tasks observation. This kind of

assessment aims to assess language ability for specific purposes (Ellis, 2003).

Components of task-based tests
According to Ellis (2003), a task, an implementation procedure, and a performance

measure are the three components of a task-based test.
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For the task design, the test maker needs to decide whether to apply a construct-
centered approach or a work-sample approach. For the first approach, the test maker
needs to specify an area of language proficiency if he wants to use a task to assess the
general nature of learners’ language proficiency. For the other approach, the test
maker needs to identify a suitable task for that particular domain where the target
language occurs. According to Ellis and Nunan, system-referenced tests and direct
performance-referenced tests are task-based so the literature review for this study will

focus on these two types of tests.

1. Task design in direct system-referenced tests: Chalhoub-Deville (2001
cited in Ellis, 2003) suggests. three characteristics-of tasks to be used in oral tests in
task-based testing. First, tasks must reflect learners’ actual ability to use the target
language, rather than practice=oriented language. Second, the tasks must have their
own contexts wherebysleapners  can only reach the goal through its particular
meaningful situation. Third, tasks should be authentic, reflecting real-life use, or have
a close relationship to real-life language ‘use. Chalhoub-Deville claims that oral
interview tests, the Oral Proficiency Interview, the Simulated Oral Proficiency

Interview, and the Contextualized Speaking Assessment possess these qualities.

2. Task design in direct performanée-'r“eferenced test: Ellis states that direct
performance-referenced tests caf be used to assess learners’ language ability in some
specific real-world" activities - and.a work-sample approach can be introduced as a
means of assessment-Douglas (2000) views that in- language tests for specific
purposes such as professional, academic, or occupational skills, the features of the
target language-tasks must-be, incorporated in, the test tasks..Bachman and Palmer
(1996) offer a‘framework to'analyze target‘language use (TLU) in real situations and
test task characteristics to ensure that they are wellkmatched. The®framework contains
characteristics that-arexrubricginput, expected response, the interaction between input
and response, and assessment. However, Ellis suggests that direct system-referenced
tests and direct performance-referenced tests are worth integrating in task-based
assessments since the direct system-referenced test can reflect the kinds of contexts in
which general-purpose learners can be expected to perform, such as asking for and

telling directions.

For the implementation procedures, it is believed that planning time as well as

the interlocutor in testing situations can affect learners’ language performance.
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According to some research findings (Wigglesworth, 1977, cited in Ellis, 2003)
planning time is found to help improve test takers’ performance. Moreover, the

interlocutor can affect the test takers’ performance.

For measuring performance in task-based tests, Ellis offers three principle
methods for assessing learners’ performance: direct assessment of task outcomes,
discourse analytic measures, and external rating. Direct assessment of task outcomes
concerns the assessment of the outcome of the task. The closed tasks that result in a
right or wrong solution are direct assessment. This kind of method is an easy, quick
and objective measurement but difficult to administer. Also, it is not clear whether it
measures language ability.-Finding an article-in.ihe library is a good example of the
method. Discourse analytic.measure is concerned.with the assessment of learners’
linguistic features occurrng in the discourse that results from performing the task.
The tester may focus ondlearners’ linguistic competence in terms of fluency, accuracy
and complexity, sociolinguistic or strategic""'competence. This method has been widely
used in task-based teaching. However, it Vrequires a transcript of the task performance
to be prepared and it doesn’t address real-world communication but time consuming.
External rating concerns the raters’ observi[jg_ bf learners’ performances and making a
judgment. Task-based tests of -both system:referenced tests and performance-
referenced tests usually rely on external ratings_b_ased on scales. The scales specify the

competency and the level of performance by bands (Ellis:2003)

System-referenced tests and performance-referenced tests are considered to be
types of tests for task-based test alternatively. These two tests aim to assess learners’
language perfermances., However, ; there-.are, ;many-, alternative ways to collect
assessment data, ““Genesee ‘and-Upshur (1996)" suggest “observation, journals,
conferences, portfolios, questionnaires and interviews for evaldation. At the same
time, Brindly (1989, cited in Nunan). introduces observation,sinformal discussion,
student self assessment, teacher journals, learner journals, oral proficiency rating,
feedback from outsiders such as employers or community organizations, teacher-
constructed classroom tests or standardized published tests, for data collection in task-

based teaching.

According to Norris et al. (1998), task-based testing calls for performance
assessment. Learners need to demonstrate their knowledge through performance in

response to real-life language tasks in contexts which are authentic or close to real-
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world situations. Consequently, system-referenced tests and performance-referenced
tests are suggested for use as well as other alternative ways of assessing data
collection such as observation, journals, self assessment and so on. The issue of
target language use situations (TLU) as well as the issue of implementation and

measuring performance are discussed.

Another interesting alternative idea for task-based language learning assessment
is the analysis of interactive dialogues the learners engage in. As Swain (1995: 142
cited in Kumaravadivelu, 2007) paints out, if learning occurs from interaction,
dialogues that learners engage In should:be examined closely for the purpose of
analyzing and understanding task performance.-i-hese two dialogue categories are talk
and metatalk. The first referst0.-the content of conversation that learners have with
other learners and/or withtheir teachers during the performance of a pedagogic task in
the classroom setting wihich goes with the successful completion of the assigned tasks.
The latter refers to the gontent of conversation that learners have with other learners
and/or with their teachers jafter their task performance, and about their task
performance itself. It focuses on the refiective process that goes along with the critical
evaluation of task performance. The signifjg:gnce of talk and metatalk can hardly be

ignored in task-based languagetéaching. = :

2.4.9. Language acquisttion
As this study focuses:on-the-effectiveness-of-the-developed course, there is no reason
to abandon the issue of second language acquisition. Language acquisition is the key
component in language pedagogy. It is what learners and teachers always desire to
obtain. As a result, ithe jcountlessanumber:of, pedagogical, research aiming to yield

language acquisition-occurs.

Accarding,to-Krashen’s:formulated:hypothesis; there are twogmental processes
in second language acquisition: conscious learning and'subconscious acquisition. The
first concept refers to the method of learning where students memorize grammatical
rules and recognize rule violation. The latter method concerns a process by which
students acquire rules at a subconscious level. Subconscious acquisition is believed to
facilitate language acquisition. Krashen points out that learning cannot lead to

language acquisition. They are totally separate processes (Krashen, 1982).
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For language learning, input and process are as significant as output. Krashen
(1994) states that language acquisition is input-driven. Students’ acquisition requires
meaningful interaction in the target language which is so called “natural
communication” in which speakers are concerned not with the form of their
utterances, but with the messages they are conveying and understanding. He also
hypothesizes that the best methods of teaching are therefore those that supply
comprehensible input containing messages that students really want to hear in low
stress situations. This statement claims that when students comprehend the input they
are exposed to, they acquire the target language subconsciously and incidentally.
Hence, input which is contextually embedded~may be required in the classroom

environment.

The input hypothesis andthe interaction hypothesis by Long (1996) may be able
to explain the significanee ofdnput and process for language learning. Long’s (1996)
interaction hypothesis claims that the best input. by which students can acquire
language arises during students negotiation for meaning in exchanges where
communication problems take place. This 0ccurs when a less competent speaker gives
feedback on his/her lack ©f comprehiension /. to a more competent speaker during the
negotiation of a communication problem. Pica (1994) states that negotiation for
meaning facilitates learning in. three ways. First, it facilitates comprehension by
segmenting the input-into units that students can process easily. Second, negotiation
yields students’ feedback of their own use of the target language. When a
communication problem occurs during conversation exchanges, the more competent
speaker gives a response «eformulating what he thinks the less competent speaker
means to convey in.a way that pravides specifi¢ feedback on.the occurring problem.
Third, negotiation activates the students to adjust.and modify their, own output. Pica
notes that & case oi a more competent speaker asking for clariiication from a less
competent speaker seems to work best as the less competent one is pushed to produce
more comprehensible output. Nunan (1999) agrees that language is acquired when
students actively engage in communication using the target language. He adds that the

idea coincides completely with the experiential philosophy of learning by doing.

Prabhu (1987 cited in Long and Crooks, 1992) argues that comprehensible input

alone is not sufficient for language acquisition. He agrees with Krashen’s idea that
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language acquisition is acquired subconsciously and students need a lot of

opportunities to develop their comprehension abilities.

Alternatively, Swain (1985, cited in Nunan, 1999) investigated immersion
programs in Canada with students who learnt subject contents. She found that the
students’ language achievement was not as good as it should be due to the lack of
opportunities for using the language in class. She consequently formulated a different
hypothesis of comprehensible output in which she claims that opportunities to

produce target language are important for language acquisition.

Several language acquisition hypoiheses are formulated and explained by a
number of scholars. They all agree that eomprehension input via interactions utilizing
their existing knowledgeresources among learners may yield language acquisition.
Moreover, contextually-embedded inpu; in the classroom is a suggested input to
enhance language .acquisition: / Interesting to. note, the new formulated

comprehensible output ypothesis'is raised.

2.5. Conversationaldnteraction

The contribution of interaction to Ianguage"]eérning has been currently in the interest

of researchers in educational arena as interaction has been believed to foster learners’

language acquisition. =

Interaction hypethesis points out that obtaining' comprehensible input and
interactional feedback: modifying output, and negotiation for meaning all facilitate
learner’s language acquisition (Gass.,2003; Long 1996; Pical994; Swain 2005 cited
in Gass et al., 2005). Interaction may provide learners opportunities to experiment
their existing language knowledgesand jat.thegsame time«to.motice the gap between
their language and the-target language (Sechmidt&e~Frota ;1986 cited in Gass, et al.

,2005). The three common featurés of interaction which haveibeen found to be
facilitative of SLA and have:beensused in the literature in relation tol the research in
interaction are negotiation for meaning, language related episodes and recasts (Gass et
al., 2005).

The interactional features have been defined by some proponents as follows:

1) Negotiation of meaning
1.1. Attempts to prevent communication breakdown (Long 1983b, cited
in Oliver,2002)
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1.2. Repair (Long, 1983b; Long & Porter, 1985; Porter, 1986; Young,

1984 cited in Oliver, 2002).

1.2.1. Clarification request refers to any expressions a speaker elicit
clarification of the interlocutor’s preceding utterance(s) to help in understanding
something the interlocutor said (Modified from Long,1983,cited in Gass et al.,
2005).

1.2.2. Comprehension check refers to the any expressions elicited by the
speaker to check whether the interlocutor(s) have understood the previous speaker
utterance(s) (Modified from Long,1983,citedinGass et al., 2005).

1.2.3. Confirmation check refers-t0.any expressions a speaker elicit after
the interlocutor’s utterance(s) to. confifm that the utterance has been correctly heard
or understood by the speaker(Modified from Long,1983,cited in Gass et al., 2005).

2) Language relatedepisode refers to any part of a dialogue in which a speaker
talks about the language they are producing, question their language use, or other or
self-correct’. This includes/nstances of a speaker asking for glosses of individual
words or phrases (Gass gt als, 2005)..Sato énd Lyster (2007) termed episodes of
negotiation or grammatically inaccurate uttéré’hces as language-related episodes.

3) Recasts refers to ihe .correct stét‘érhqnt of a learner’s incorrectly formed
utterances. (Nicholas et al., 2001 cited in Gﬂass; et al., 2005). According to Zhao and
Bitchener (2007) A “recast’ reformulates él.l'bf -part of the trigger by correcting the
linguistic error. It can be a statement modeling the correct form or a confirmation
request by correctly refoarmulating all or part of the error.

Negotiation of meaning refers to a process in which a listener requests the
message to beasclarified 'and “confirmed “and'the speaker give responses to those
requests often“via repetition, elaboration or language simplification. The discourse
strategies coften, usedn for «negotiation oformeaning pare™ clarification requests,
confirmation checks, repetitions and reformulations or recasts (Pica, 1994).

Regarding communication, the process of negotiation for meaning functions as
both a means to prevent conversational trouble and repair mechanism to conquer
communication breakdown (Long, 1983; Long & Porter; 1985; Porter, 1986; Young
1984, cited in Oliver, 2002). Long ( 1983 cited in Oliver, 2002) added that

negotiation for meaning may include explicit attempts to prevent communication
breakdown.  Alternatively, other researchers have located their models on

conversational adjustments including confirmation checks, clarification requests and
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comprehension checks (Doughty& Pica, 1986; Long, 1981; Long& Sato, 1983;oliver,
1998, cited in Oliver, 2002)

According to Long (1996, 2007), Pica (1994), Gass (1997), and Mackey (2007),
negotiation for meaning contributes to second language learning in a number of ways.
First, negotiation often forces learners to produce language output that is
comprehensible to their interlocutor so learners are provided with modified or more
comprehensible input. During the process of negotiation for meaning, learners often
reformulate or modify their non target-like utterances in response to interactional
feedback moves such as clarification requests, confirmation checks, and recasts. This
process of repairing communicating breakdowns often draws learners’ attention to
linguistic form, and may enhance learners” “noti€ing” of mismatches between their
own interlanguage and the-targei-like forms of their interlocutors. In his Interaction
Hypothesis, Long (1996) preposed that negotiation for meaning and feedback
fosters interactional adyustments by the NS or more competent interlocutor, which in
turns facilitates acquisition’ because iti‘ connects input, internal learner capacities,
particularly selective ati€ntiony ard oﬁtﬁﬁt in productive ways. The process of
negotiation for meaning i§ facilitative of second language acquisition as it provides
learners with comprehensible input, comf;r_ehensible output and feedback which are

three important element of second language acquisition ( Oliver, 2002).

Research to date shows .that negofi%t;oﬁ for meaning can facilitate second
language learning, that negotiation for meaning can occur in the classroom in
interactions between.learners and their instfﬁét’df as'well as.between learners, and that
such form-focused"episodes—can-lcad-to-second-danguage development. However,
there may be variation.in the quantity, quality, and effectiveness of negotiation that
actually occurs in the-classroom due to contextual or other factors. If negotiation for
meaning is to be a reliable, and effectiveacomponent of second language teaching
methodology, fore research is needed in this area to understand how teachers can

create the conteXt for negotiation to work effectively on a consistent basis.

To, sum up, ffem, ‘general, tesearch, ‘it has been found ‘that.through interaction
learners cobtain comprehensible” input and may “adjust their langtuiage to produce
comprehensible output. According to Long (1966) , comprehensible input, interaction

especially for negotiation for meaning and comprehensible output facilitate learner’s

language acquisition. Interaction with modified language input of negotiation for

meaning has especially been researched.
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2.6. Oral English communication

Communication has been influential in the world of globalization and in language
teaching and research in the field of education. This is due to its significant meaning
and role in human’s life. Communication can be done via written or spoken language.
As one of this study’s aims focuses on the students’ oral English communication

ability, this section may need to focus on oral communication only.

People communicate to achieve their desires or needs. Accordingly,
information exchange and negotiation are driven by the communicators’ needs.
Canale (1983) states that in the natural proeess of communication, information can
consist of something conceptual, something social, something cultural, something
affective, or even someihing psychological. In addition, when communicators have
different backgrounds,«expegiences, personalities or peints of view, they may need
negotiation, adjustmenis, interpregaiion or (_;onsideration to get the final understanding
(Byers and Byers, 1972 €ited 1 Xin, 20075.

2.6.1. Definitions @f English oral cOrﬁfnunication
English oral communication refers to speékin‘g, listening and understanding spoken
language as it is spoken and providing 'ai‘ meaningful reply in public, group, and
interpersonal contexts. This™is achievedblg} developing, adapting, and sending

messages that are seen_as appropriate by :t"he'"audience for the purpose specified.

Savignon (1997: 14)-defines communication as a continuous process of expression,
interpretation and negotiation of meaning. He adds that the meaning that one intends
to convey may not be the same as the meaning one conveys. Accordingly, when
conveying a message, gesture, design; color, mavement jor-sound must be made.
Communicativejcompetence is a dynamic rather than a static concept. It depends on
negotiation @f “meaning between, two or imore~peoples ;| Savignon’s view is that
communicative competence 1s ‘not just 'the competence to use ‘the language to

communicate, but also includes social contexts and settings.

2.6.2. Significance of oral English communication
English oral communication is the way to get a message across orally using the
English language. Because of globalization, people all over the world get together
easily for thousands of purposes, on land and in cyberspace. Accordingly, a world

language known as English is supposed to be the primary device for achieving
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understanding among diverse people. English oral communication seems to be the
primary tool for communication. However, oral communication is not as simple as we
think. In real life, when we listen to a person speak in a foreign language, we do not
just hear the words, we also see gestures or facial expressions. While conversing, we
try to catch what is going on in the communication while also thinking of how to
respond. In most cases of direct oral communication, a conversation usually flows so
when you get lost while listening to an oral presentation, it’s often difficult to
reconnect to the substance of the message (van Lier,2004). Savignon (1997) states
that better communication refers to betterunderstanding of one’s self and others

around you.

Accordingly, it is_logieal that oral communication be promoted to avoid
miscommunication and.enhance effective and appropriate communication which is
significant for human’s#lites Therefore, even as teachers help learners to produce
correct forms in English; 1t/s also impolr'tant that they help them get across their

communicative intent effectively possible in listener-speaker situations (Lan, 1994).

Oral communication through participation and interaction in listener-speaker
situations is the cornerstone upen-which-spoken proficiency is built. This view is
held by many researchers, among them S'av'i‘“gnon (1983), Canale (1983) and Ellis
(1987). However, oral commuhication ability and. communicative competence may

need to go hand inhand.to-promote effective cral.communication.

2.6.3. Communicative competence
Effective communication occurs when the communicator possesses communicative
competence. This ‘is the key to /achieving‘suceessful communication. The concept of
communicativescompetence, originated by Chomsky has been adopted, extended or
modified byssome~other.schelars,such @as sDell-Hymessa linguistic anthropologist,

Canale and'Swain,-and Bachman-and Palmer.

Canale and Swain’s ideas of communicative competence is the combination of
grammatical competence, sociolinguistic competence, discourse competence, and
strategic competence (Canale and Swain ,1980a, 1980b; Canale,1983; Swain,1984).
Grammatical competence concerns the mastery of language code, including the
features and rules of the language, such as grammar, semantic, syntax, phonology.

Sociolinguistic competence focuses on appropriate use of language to see what is
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actually done appropriately in the use of communicative language. Sociolinguistic
competence, according to Swain, addresses the extent to which utterances are
produced and understood appropriately in different sociolinguistic contexts,
depending on contextual factors such as topic, status of participants, and purposes of

the interactions.

Appropriateness of utterances refers to both appropriateness of meaning and
appropriateness of form (Swain, 1984). Cohen (2003) points out that apologies,
complaints, compliments, refusals, requests, and thanking are six speech acts that
require appropriateness. Students tend to respond in accordance with their native
language and, which may-be found inapprogriaie-for the target language. Discourse
competence according to Swain (1984) addresses.the mastery of how to combine
grammatical forms ande«meanings to achieve a unified spoken or written text in
different genres. Halliday and Hasan (1976) state that cohesion involves the linguistic
features that relate senténcés /to ome another and coherence involves text that
appropriately fits its situational context. 'For Halliday and Hasan, a text is cohesive
when it is consistent integnally; and, it is coherent when it is consistent with its
context. Hence, cohesion in form -and g@_hérence In meaning, are two features
underpinning discourse competence that need to be considered. Although some
interactions do not have apparent indication_s:. of cohesion, they have coherence and
the conversation can-go smoothly as the way it is. More, turn taking involving the
opportunity to hold the floor of conversation considering who is going to speak is one
of the issues considered in the aspect of discourse competence (Goffman, 1981).
According to Canale and.:Swain (1980), strategic competence refers to verbal and
non-verbal communication strategies speakers apply to compensate for breakdowns in
communication due to performance-variables or_to insufficient competence. Tarone
(1983) «describes the features of ‘strategic competence as-paraphrase, borrowing and
avoidance. Bygate (cited in Luoma, 2004) views that learners need special strategies
to compensate for gaps in their knowledge and skills. He divides learner
communication strategies into achievement strategies and reduction. Achievement
strategies refer to guessing, paraphrasing, or engaging the listener in collaborative
meaning-making while reduction strategies concerns speakers’ changes of what they

originally intended to say according to their language resource
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Figure 2.3: Summary of communicative model of Canale and Swain (1980)
and Canale(1983,1984)

Canale and Swain (1980) and Canale (1983,1984)
Communicative competence

Grammatical competence Sociolinguistic competence

- knowledge of rules and convention
- Vocabulary knowledge to be in use in different contexts
- Morphological knowledge
- Syntactic knowledge

- Semantic knowledge

- phonetic knowledge

- orthographic rules:

Strategic competence
- knowledge of verbal communication
strategies
- knowledge of non-verbal strategies
Disgourse-competence
-.cohesion
- coherence

Later, more and™ more: communicative competence models were offered.
However, Bachman and:Palmer’s (1996)_mode| which was based on Canale and
Swain’s model, seemed to be mere-complex. Bachman and Palmer’s model puts more
consideration on language users. They focus on the users’ general characteristics,
their topical knowledge, their affective schemata and their language ability. All of

these factors influenee'the users’ communicative language-ability.

The model consists of language knowledge and strategic competence. Language
knowledge is .classified, into .organizational knowledge .and.pragmatic knowledge.
They then further classify organizational knowledge'into grammatical knowledge and
textual knowledge. Grammatical knowledge is «defined to covet.the knowledge of
vocabuiary, ' morphology, ' syntax. and phonology. Textual sknowledge enables
comprehension and production of (spoken or written) texts. It covers the knowledge
to combine sentences or utterances into texts. Moreover, grammatical knowledge
enables recognition and production of grammatically correct sentences as well as
comprehension of their propositional content. They classify pragmatic knowledge,

into functional knowledge and sociolinguistic knowledge.

In addition to language knowledge, strategic competence is the other component

in communicative competence. Bachman and Palmer define strategic competence as a
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set of metacognitive components which enable language user involvement in goal
setting, assessment of communicative sources, and planning.

The following figure is the summary of Bachman’s communicative competence
model.

Figure 2.4: Summary of communicative competence model
(Bachman and Palmer,1996)
Communicative competence

Language knowledge Strategic competence
- Goal setting
- Assessment
Organizational knowledge - Planning
-Grammatical knowledge
- vocabulary,
- morphology,
- syntax,
- phonology, _
- graphology Pragmatic knowledge
-Textual knowledge -Functional knowledge
- cohesion unction - ideational functions
- rhetorical and conversational . - manipulative functions
organization - heuristic functions
- imaginative functions - cultural references and

figures of speech
- Sociolinguistic knowledge
- dialects and language varieties
- registers
--fatural and idiomatic expressions
Bachman’s model is quite similar to Canale and Swain’s model. The textual
competence can be defined as discourse competence. Functional knowledge involves
the knowledge; of how touse the ‘ftarget language to- be-able to communicate.
Sociolinguistic sknowledge concerns the appropriateness of language use in the

particular eontext.

Bachman (1990) and Savignon (1983) emphasize strategic competence on
communication ability. They both agree that communicative language ability refers to
the strategic competence of speakers as an important part of all communicative use.
They explain that communicative success relies entirely upon the ability to
communicate within restrictions when speakers lack basic grammar and vocabulary in
the target language. Terrell (1977, cited in Nakano, 2007) also claims that

communication strategies are crucial at the beginning stages of L2.



70

As for the pedagogical concerns, Davies (1978 cited in Nakano and Negishi, 2004)
share the ideas that the communicative approach should focus on speaking skills
before written skills. Focusing too much on grammar may cause deficiency in oral

interaction skills, especially for EFL students.

The communicative competence models mentioned above are quite similar. The
main components of the models are the knowledge of the language itself, the
knowledge of how to use the language appropriately, and the knowledge of how to

compensate for the communication hreakdowns.

2.6.4. Communicative competence and.pedagogical application

As mentioned earlier, the three main components of communicative competence are
language knowledge (the"knowledge of the language), pragmatic knowledge (the
knowledge of how to-use the language appropriately) and strategic competence (the
knowledge of how to e@mpensate the communication breakdowns). In communicative
language teaching, communicative compéténce Is considered to be the most important
for learners to achieve. la order to acquire Iénguage, learners may need to master the
language (both verbal and non-verbal) to develop competence. Language knowledge
of linguistic is a concrete resource that ean be mastered (Widdowson, 1989). In
communication class, language teaching shd'UId';focus on meaning. The language itself
should fulfill a meaning or purpose rather than simply practicing a structural model
(Xin, 2007). The suggested.activities that may fulfill the purpose are those that are
knowledge-oriented activities such as discussing, debating, reaching a consensus, and
relaying instructions or'and other cognitively demanding texts (Johnstone, 1989, cited
in Xin, 2007).

Apart from language knowledge, pragmatic knowledge needs to be developed
for effectiveycommunication= Fo develop, pragmatie, knowledge,sauthenticity and
tasks may" promote learners” pragmatic knowledge' and prepare~them for real
situations they may need to cope with. To promote pragmatic knowledge, Harmer
(1991) suggests that the activities which are based on the principle of the information
gap, including finding the differences or similarities, story reconstruction or poem
reconstruction to be used in CLT classes. The last but most important component in
communicative competence that EFL cannot fail to focus on is strategic competence
(Bachman, 1990). Bachman states that strategic competence is the general ability of

each person to make use of and to carry out verbal or non-verbal tasks. Thus, in CLT
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classroom teachers need to teach students to be adept at making full use of what they
know to perform a function using language willingly and flexibly (Xin, 2007).
Moreover, students need to be shown that making an effort to get gist and using
strategy to interpret, express and negotiate meaning are important to the development

of communicative competence (Savignon, 2003)

For this study, the communicative competence model by Canale and Swain
(1980) and Canale (1983, 1984) will be applied as a target model. However, as
mentioned earlier, the English Tourist ' Guides course using task-based approach
which the researcher hope to develop to_.enhance the English oral communication
ability of Chiang Mai Rajabhat University students will balance between language
skill and communication skilis in-terms of both learning and assessment. Due to the
current situation of Thaistourist guides’ English use mainly with non-native English
speakers, the grammatigal competence as well as discourse competence in terms of
cohesion, will not be fogtised and assessed using criteria based on native speakers’
standard. Moreover, pronunciation intelligibility will be focused rather than that of

native speakers.

2.6.5. English oral communication assessment

1. English oral communication assessment
Malley and Pierce (1996) differentiates the two. terms, explaining that authentic
assessment is used t0-assess.students’ learning.achievement, motivation, engagement,
on activities or knowledge they have learned. Performarce assessment, portfolios and
student self-assessment, are some examples of this kind of assessment. Performance
assessment consists 0f, any- forms-of -assessment -in whieh the student constructs a
response orally 'or“inwriting (Feuer and' Fulton1993;" Herman, Aschbacher, and
Winters 1992, cited in O’ Malley and Pierce,1996). Performancé.assessment can be
administered:in formal'or informal assessment contexts. Oral reparts; writing samples,
individual and group projects, exhibitions and demonstrations illustrate examples of

performance assessment.

According to Ellis (2003), authentic assessment and performance assessment
can be two ways of assessing English oral communication. Authentic Assessment can
be done by observing learners performing real world tasks using target language in

real situations. Performance assessments can be considered for the following purpose:
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1. The purpose of language used for social or communicative language
functions. Language used in this purpose is for certain routine social contexts such as
greetings and leave—takings, describing, expressing feelings, requesting and giving
information.

2. The purpose of language used for academic language functions. Language
used for this purpose includes thinking skills. Language functions may include
seeking and giving information, comparing, analyzing, justifying, solving problems, or
synthesizing, etc. (O’Malley and Pierce1996)

Performance-based language assessments usually have the characteristics of
interactive tasks requiring.learners to perform the behaviors the teacher wants to
measure. Oral interview, simulation, and role-play.are good examples (Brown, 2004).

According to prineiples®of oral communication assessment, a number of
educationalists believe that authentic assessment is very challenging and better than
performance-based assessment. Howevér","' It may not be feasible to do so and
performance assessment may he.more x?ractical and reasonable to manipulate in
language class. For this study, performahc.efbased assessment will be used to assess

students” English oral communication ability via tasks.

2. Standards of English for a toﬁjié’f guide by The English Language
Development Center (ELDC) Thailand ¥
The English.L.anguage Development Center (EL DC) has developed standards
of English for 25 occupations with the purposes to be Standards for the institutes
associated with the “field to use them as criteria t0 assess personnel English
proficiencies or.as a basis-for workplace-English .curriculum development, lesson
planning, materials® development,’ resource ‘selection, ! learner placement and
assessment. Standards of English for Occupations=eonsist of 4 stafidards. The first two
standards concernylanguage skills: used in the gworkplace. The last two concern
understanding and using nonverbal communication appropriate to audience, purpose,
setting, and culture. The standards concerning English oral communication for a

tourist guide are described in Table 2.5.
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Table 2.5: Standards of English for a tourist guide

Using listening skills at an intermediate level

Using spoken English at an advanced level

Benchmark Indicators:

1. Understand verbal details of social
exchanges, e.g. greetings, leave-taking,
introductions

2. Identify expressions used to attract attention;
request assistance; appeal for repetition and
clarification; express appreciation, complaints,
hopes, disappointment, satisfaction,
dissatisfaction, approval and disapproval

3. Understand tourists’ questions, requests,
opinions, suggestions, advice, compliments, !
complaints, refusals and orders

4. Understand tourists’ purposes«n suggestions,
vll
5. Understand messages leftgion the phone and J'

advice, requests, reminders, and erders

voice-mail .
6. Understand specific factual details and
inferred meanings in dialogues

7. Understand factual details and inferré

e L_-_-i e

meanings in news or other media related to
economic, social, political, and tourism is:sues
8. Recognize irony, sarcasm, and humorfrom
tourists 1

9. Identify attitudes, emotions, and iniéntions
of tourists _ o

10. Understand differe'nt;"_accents

Benchmark Indicators:

1.
e.g. greetings, leave-taking, introductions
2. Ask and respond to tourists’ questions,

Use and respond to basic courtesy formulas,

requests, opinions, suggestions and advice
3. Give tourists directions, instructions,
suggestions, advice, confirmations,
apologies, warnings, and compliments
4 _Fxplain and describe information to tourists,
¢ itineraries, hotel facilities, problems,
bookings, daily activities, weather, programs
5. Explain complex concepts by using concrete
details, statistics, testimony
6. Present information about Thai history,
culture (art, music, food, drinks, fruits, festivals,
isports, etc.), politics, institutions and
. manufacturing processes
7. Initiate and carry on small talk
38. Handle phone situations and standard

| replies
14 ? Speak with considerable fluency and

“aceuracy with emphasis on clear
pronunciation patterns
10 .!' Adjust language for clarity and accuracy

5 J 4y g
|

e |

Using an appropriate language variety and
register according to "audience, purpose,
setting, and culture

Understanding . 'and non-verbal

communication

using
appropriate
purpose, setting, and culture

to audience,

Advanced Benchmark Indicators:

1. Use appropriate langiiage register to interact
with tourists

2. Respond appropriately to compliments,
refusalsy negative value judgments,

criticism and complaints from tourists

3. Use polite language to interact with tourists,
especially when persuading,

expressing value judgments, emotions and
negotiating

4. Select appropriate topic to discuss with
5. Use expressions
appropriately

6. Recognize humor and respond appropriately
7. Determine when and how to tell a joke

tourists idiomatic

Advanced Benchmark Indicators:

1. Understand body language norms among
various cultures

2. Identify nonverbal cues that cause
misunderstanding-or indicate communication
problems

3. Identify attitudes, emotions of tourists from
their nonverbal communication

4. Understand and use gestures, facial and body
language appropriate to tourists’ cultures, e.g.
appropriate space to maintain while standing,
sitting near tourists, level of eye contact, etc.

5. Use intonation, pitch, volume and tone of
voice appropriately
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2.7. Student engagement

Student engagement is increasingly being discussed as an indicator of students’
learning achievement. When students are actively involved in their learning activities,
they become more engaged in the learning environment. All teachers would like their
students to be positively engaged in classroom activities since that is a sign of

successful teaching.

2.7.1. Definition of student engagement
Student engagement may be interpreted in the broad sense, as the quality or quantity
of action that students put into their learnings Hoewever, several scholars have further

defined the term using several different dimensions:

Nystrand & Gamoran, (1992 cited in Chapman, 2003)) reveal two different
definitions of student engagement. The first definition lies in the students’
willingness to participate in‘routine schoel.activities or activities offered as part of the
school program, including atiending claéses, submitting assigned work, joining any
extra-curricular activities; and following téaéhers’ directions. The second definition is
indicated as students’ involvement in speci'fic learning tasks focusing on more
cognitive, effective and behavioral indicatbrg of engagement (Skinner & Belmont,
1993). They explain that this king-of engage“me"ll'ﬁ:t refers to the intensity and emotional
quality of children’s_ involvement in initiafihg‘ and-carrying out learning activities.
Students who are 'engaged-—revealconstant behavioral  involvement in learning
activities with a positive emotional tone. They pick up tasks at the border of their
competencies, initiate action when given the opportunity, and exert intense effort and
concentration in the limplementation of“learning tasks; theyshow generally positive
emotions during, ongoing action, “including “enthusiasm, "optimism, curiosity, and

interest.

Students are engaged when they put effort and substantial time into a task, when
they care about the quality of their work, and when they commit themselves to the
work (Newmann, 1986, p. 242). Wellborn defines student engagement as the intensity
and quality of students' involvement in initiating and carrying out learning activities
(Wellborn, 1991). Last, Chapman (2003) defines the term of student engagement as
learning task engagement which is used to refer to students’ cognitive investment,

active participation, and emotional engagement with specific learning tasks.
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According to the aforementioned scholars’ views, student engagement involves
student investment in learning indicated by their behaviors, affective emotion and

cognition

2.7.2. Engagement theory
Kearsley and Shneiderman (1999) indicate that engagement theory underlines the
principles of students’ meaningful involvement in learning activities or tasks through
interactions with peers. The theory, thus, shares many of the features of constructivist
and problem-based learning approaches. The theory specifically promotes student
learning activities that involve cognitive processes such as creating, problem-solving,
reasoning, decision-making,-and evaluation in"Whieh students are encouraged to learn

within a meaningful envirgnment.

Kearsley and Shneiderman  explain that the ‘three basic components of
engagement theory underpinning /students® involvement in learning are relating,
creating and donating. #/Relating concerhs; learning activities that occurs in a group
context where students collaboratively work together to carry out the assigned task.
Students are required to communicate and are forced to use their verbal or non-verbal
language to clarify their problems or solutions. By this way of learning, students can
learn from peers who possess individual di\feréﬁies. The second component, creating,
involves students’ participationin-the development of their tasks. Students have a
chance to conduct their projects. and. develop their work at their own pace, putting
their efforts and applying their ideas to a specific context. The last component,
donating, focuses on the value of making a useful contribution while learning. This
means that students,engage in-learning activities that have-an outside (authentic)

experience such as 'taking foreign friends to‘tourist'sites acting‘as a tour guide.

In+ conelusions, when, students are dnvolved, in .cognitive-processes that have
meaningful interaction with peers or others, create their ‘'own free-controlled projects
and are exposed to real-world activities, they can be said to be engaged in their

learning process.

2.7.3. Significance of student engagement
Recently, there has been more interest in students’ effective responses to learning
tasks and activities in terms of their contribution to knowledge acquisition and

language development. Several studies reveal the significance of those effective
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responses in the learning process particularly those concerning student engagement
level (Chapman, 2003)

Student engagement is one of the crucial factors enhancing students’ learning
ability. Akey (2006) states that teaching strategies, such as collaborative learning
(long-term projects, hands-on activities etc.), lessons and activities that are relevant to
student backgrounds, interests, and academic needs and positive student engagement
can certainly impact student achievement. Students learn more and retain more when
they actively participate in the learning process. These positive actions have been
shown to greatly increase student engagement 1a learning (Garcia-Reid et al., 2005).
The idea coincides with that.of Heller et al. (2003)who share the similar points that
drawing connections between-information taught-and real life, such as everyday life,
social issues and persanal concerns of the students is highly effective in engaging
students in the lesson. @ne method of enhancing student engagement is to foster a
culture of achievement#in 4hg classroom where instruction is challenging. A
comfortable learning environment Which'“ encourages students to ask questions may

also enhance their engagement(Akey, 2006). .

The selected instructional strategiesiwhich meet the academic needs of all
students are key factors in promoting engaéerﬁ'ént and achievement in the classroom
(Weiss & Pasley, 2004). Furthermore, Biter and Legacy (2006) point out that
students learn best 'when. students engage in.learning activities since they can work
together planning, carfying out the tasks, making their own decision and solving
problems critically. Simply put, students actively “participate in the learning

meaningfully. Fhus, meaningful learning, brings,about learning.achievement

2.7.4. Criteria for evaluating student engagement
From this view-of students’ cegnitiversinvestment;-active participation; and emotional
engagement with specific learming tasks, Chapman raises-three suggestive aspects for
evaluating student engagement as follows:
1. Cogpnitive criteria, which index the extent to which students are attending to
and expending mental effort in the learning tasks encountered (e.g., efforts to
integrate new material with previous knowledge and to monitor and guide task

comprehension through the use of cognitive and meta-cognitive strategies),
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2. Behavioural criteria, which index the extent to which students are making
active responses to the learning tasks presented (e.g., active student responding to an
instructional antecedent, such as asking relevant questions, solving task-related

problems, and participating in relevant discussions with teachers/peers), and

3. Affective criteria, which index the level of students’ investment in, and their
emotional reactions to, the learning tasks (e.g., high levels of interest or positive

attitudes towards the learning tasks) ( Chapman, 2003).

2.7.5. Student engagement assessment measures
Chapman (2003) also proposes some student engagement assessment measures that
are self-report measures, such as checkelist, rating scales, direct observations, work

sample analysis and focused case studies.

Self-report measurescan be used to assess the behavioral, cognitive, and
affective aspects of task gngagement. \When assessing cognitive aspect, students are
asked to report aboutstheigattentiori and distraction. in-class, the mental effort they
expend on tasks and task'persistence. For behavioral aspect, students need to report on
their interaction levels during class time responding within group discussions. For the
effective aspect, they need 10 tatk about fﬁfeir ﬂinterest in and emotional reactions to
learning tasks on indices. Moreover, students"éognitive investment in learning tasks
can also be used tosmeasure student engagéihent. Thesissues of using their own
cognitive or meta-cognitive strategies, as well as students” task persistence and effort
have been used by several studies. In addition, positive relationships between task or
mastery goals, which reflect a desire for knowledge or skill acquisition, and students’
use of effective learning strategies are all“included in the assessment. In addition to
self-report, check-list rating scales can be used to measure student engagement level.
However, direct, observations-aresoften jused o confirmgstudents’ reported levels of
engagement in learning tasks by the first two measures due to the students’ abilities to
accurately assess their own cognitions, behaviors, and affective responses. The
measure of students’ sample work analysis can be used to measure student
engagement level focusing on the assessment of students’ use of higher of cognitive
and meta-cognitive strategies including higher-order problem-solving. That evidence
can be gathered from student projects, portfolios, performances, exhibitions, and
learning journals or logs. A rubric to assess the application of higher-order thinking

skills in a student portfolio might include criteria for evidence of problem-solving,
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planning, and self-evaluation in the work. Hart (1994 cited in Chapman, 2003)
provides a comprehensive account of various authentic and performance-based
assessment approaches. The last qualitative method purposed is focus-case studies
which are suitable for assessing small target group to acquire in-depth information.
The measurement can be done by recording students’ interactions with peers, teachers,

a group or with objects in the real classroom context.

As this study focuses on application of the task-based approach to increase
students’ involvement in learning tasks, the student engagement based on student
learning task involvement in terms of using English to clarify their problems or
solution, collaborative work.in group with-Coniribution and participation in the
development of the real-world tasks with effort and.application of ideas to the specific

contexts of the real-worldtasks; will be examined.

2.8. Tourist guide

In the world of tourisga"and haspitality, the tourist guide is one of the most essential
professions. A tourist guide can be Iabeled»ﬂa tour guide, a site interpreter or a front
line worker. Tour guides are the front line workers who influence the visitors” overall
impression and satisfaction of the tour deSt'ination. Geva and Goldman (1991) point
out that the performance of the teur guide is aﬂ‘r’i important attribute to the success of
the tour while Mossberg (1995) notes that the tour guide is considered to be an

important element in Selecting-a-tour.

2.8.1. Definitions of tourist guide
The definition of tourist guide seemed to,be defined similarly according to its

meaning and responsibilities.

A tourist guide, according to,WFTGA (The World Federation Tourist Guides
Association), addresses the persan that possesses a license-issued or recognized by the
appropriate authority in the country concerned. A tourist guide includes a person who
has received in-depth guide training leading to qualification and/or recognition by the
relevant local, regional or national authority. By duties, a tourist guide is the one who
guides visitors within that specific country or area of that country in order to provide
special information and explanation on matters relating to the history, archeology,

monuments and works of art, cultural development, natural beauty, places of interest,



79

and in general any matter which may promote the country for the purpose of tourism
(WFTGA, 2003 & 2006)

According to the Dictionary of Occupational Titles website by the U.S.
Department of Labor, guides broadly refer to a group of occupations concerned with
escorting individuals or groups on pleasure-activity trips and through places of
interest. The website also provides specific categories of guides such as travel guide,
sightseeing guide, guide for the establishment, hunting and fishing guide, alpine guide,

plant tour guide.

2.8.2. Job descriptions of tourist guides
Job descriptions of tourist guides canube very extensive when considering all the
different categories of-guides,yet they share many of the same main tasks for
accomplishing their jobs. Weiler et al, (2006) claims that tourist guides have four
main roles, which are"1) giving information 2) delivering tour presentations 3)
providing commentary_ and 4) deliveringitﬁoughts of knowledge. They also add that
the ability to correctly mediate culture as ‘well as the ability to manage the tour
itinerary are both necessary for being tourist guides Also, their communication ability

is the key tool to accomplishing all‘the roles'mentioned earlier.

According to the GO2 resource fér "ﬁeople in tourism website, the job
description of tourist guides includes Ieéd’ih'gj' visitors ~individually or in group,
describing points of wfterests along the tour and answering questions as required.
They ensure that itineraries are achieved. They need to make sure that customers are
being informed in an entertaining manner in the location that they are touring. Their
responsibilities-also include the taking care,of the safety of the group, transportation

arrangement as well as planning and conducting tour and tour itinerary and activities.

Guided tours.arg also“saitl to function differently. in difierent environmental
contextstwith groups of varying types and purposes (Pearce, 1984). To date, the
indigenous local tourist guides are gradually provided the opportunity to present

information about their culture and knowledge to tourists due to their local expertise.

Tourist guides, have crucial responsibilities to give commentaries and make
visitors feel welcome in a specific destination, (Braidwood et al., 2000; Ham et al.,
2000; Weiler et al., 2000; Omar et al., 1998; Ponds, 1993 cited in Ap and Wong,
2001). El-Sharkawy (2007) shares similar ideas that good tour guides should have a
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sense of responsibility as well as beliefs about what is morally correct or acceptable
and are detail-oriented. They need to be good listeners, well-organized and able to
demonstrate the importance of being flexible and creative with a sense of humor,
enthusiasm and energy. So, it can be said that tourist guides need to present skilled,
knowledgeable interpretations of locations in an enthusiastic, courteous and polite
manner.

In addition to qualified characteristics of good tourist guides, product knowledge
and communication skills as well as their attitudes towards the job are seen as
important. There is a consensus among the group that the three most frequently used
abilities a tour guide must possess are:

1. Good knowledge;

2. Good communication skills including proficiency in languages; and

3. Right attitude with respect to service, willingness to help, respect and
empathy, etc. (Ap and Wong, 2001)

In conclusion, the tougist guides ursually takes significant roles to offer some
knowledge of the features and history of the location and countries, for which they are
qualified. They are supposed to be able to help travelers understand the culture of the
region visited and the way of life of its inhabitants. They have a particular role on the
one hand to promote the cultural and natural :.hgr_itage while on the other hand to help
tourists become aware of the regional valuable knowledge elements. The tourists’ first

impression may be underpinned by the performance of tourist guides.

2.9. Related research

Task-based language learningtand:teaching: has been widely<used in education arena
due to its effectiveness. It is supposed to be an effective method in promoting
learners’ language competence, Task-based. instruction (TBIL).is_frequently promoted
as an effective 'teaching approach enhancing learners’.;achievement, superior to
‘traditional” methods. The emphasis on the task-based learning and teaching is
reflected in much current research. So far, there has also been an amount of research
studies that has been conducted to see the effectiveness of task-based approach in
language classes including learners’ learning achievement enhancement and learners’

learning engagement.
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1.The effects of task-based learning on students’ communication ability

The effective use of task-based language teaching to enhance learners’ language
development has been revealed by Kavaliauskiené (2005) who investigated learners’
attitudes to the advantages or disadvantages of particular tasks in task- based learning

and teaching in the ESP classroom and to determine what learning outcomes are

finally achieved. The data on learning outcomes have been based on learners’ self-

assessment. The participants were 56 respondents who have had a three-term twice a
week instruction in ESP. The result of the study revealed that the respondents

highlighted three learning outcomes that are.build-up of vocabulary, development of

speaking skill, and refinement of listening skills.

Mackey and Silver’s=(2006) research supports most of Kavaliauskiené’s
conclusions. The authors explered the relationship of interaction and second language
learning applied to diverse linguistic and ‘educational environments and with young
learners to see whether task-hased interactional feedback facilitates second language
development for immigeant €hildren-learntng English in Singapore. The results of the
study indicated that interactional feedback_'s learners received at input and output

activate and maintain learnefs’ language development.

There has also been evidence of task-based language teaching that promotes
learners’ communicative competency. Zhou (2006) investigated the effectiveness of
task-based approach-in the classroom English teaching. The research was conducted
for around two years with 78 students for two classes at Nanjing University of
Information Science & Teehnology in China.The research collected both quantitative
and qualitative data’ for the study including the itest and the interview. The result
indicated that after the training, the students’. average level.,of communicative
competence/in Enghish was greatly improved. After one year and-a half training based
on the task-based approach, most students learned how to learn English by themselves
and this implied student involvement and engagement in learning. As for their
speaking ability, the students reported that they could talk more freely with others in
English than before. The author concluded that the approach is effective in developing

students’ communicative competence in English learning class.

Concerning the interaction evidence, Zhao and Bitchener (2007) studied the

effects of interactional patterns (teacher—learner and learner—learner) on several
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features of incidental focus on form (types of focus on form; types of feedback;
linguistic forms focused on and types of immediate uptake). The findings indicated
that in both teacher—learner and learner—learner interactions, incidental form-focused
episodes occurred frequently, and that the high frequency of immediate uptake
facilitated opportunities for L2 learning. Because learners were able to work as an
effective knowledge source for each other, spoken interactions should be encouraged

between learners in the L2 classroom.

Task-based language learning’s effect has been reported on language noticing of
learners. Kumaravadivelu (2007) conducted an exploratory study aiming at taking an
initial step towards understanding what the fearners-in the classroom actually do when
presented with a problem-selving task. The target.group of the study was a teacher
and students at an English Language Center in San José, California. By analyzing
learners’ talk during Jtask.performance and their private speech about their
performance, the results showed that the balanced approach to task-based learning and
teaching depends on theg amalysis, ‘description, evaluation and understanding of
students talk during task performance and metatalk about their task performances. The
dimensions of formal, functional and interactional dimensions were so intertwined
that their conceptual boundaries were blurred in the minds of the learners. The
learners showed a tendency t@ nofice the gap between their current interlanguage

system and the target-like system without any explicit instruction or external cues.

Moreover, the effective use of task-based approach has been reported to
enhance learners’ interaction in the classroom. Gass, Mackey and Ross-Feldman,
(2005) investigated the ongoing, task-based-learning application in laboratory setting
and classroom'setting to'see how ‘task-based interactions in “the classroom compare
to task-based interaction in a laboratory setting«and how different tasks influence
interactions in classrooms and-laharateries. The analysis revealed that the amount and
type of negotiation for meaning, language related episodes and recasts, had very little
impact on the interactional patterns whether learners interacted in classroom or
laboratory settings. However, the task types learners carried out affected their

interactions.

To conclude, from both quantitative and qualitative research of many scholars
in the field of English teaching and learning education such as Kavaliauskiené (2005),
Mackey and Silver (2006), Zhou (2006), Kumaravadivelu (2007), Parks (2000) and
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Ruso (2007), it has been revealed that task-based language teaching enhances

learners’ communicative competence building-up of professional vocabulary,

development of English oral communication skills. Learners revealed a tendency to

notice the gap between their existing interlanguage system and the target-like system
without any explicit teaching. In addition, many researchers concluded that the
approach was effective in developing students’ communicative competence in English
class. The aforementioned research findings may help support this research
hypothesis number 1 as mentioned.in chapter one that the score of the post-test is

significantly higher than that of the pre-testat.thelevel of .05.

2.The effects of task-based learning on students’ engagement

In additional to the effeciiveness of task-based approach on learners’ language
development and the amount of-interaction in classroom, there has also been evidence
of the enhancement of leamners’ engagement. Hitotuzi (2008) reported on peer-peer
oral/aural interaction inthe’ classroom at the tremendous level by a designed and
implemented unit of study to experiment with clustered tasks with undergraduate
Brazilian students at Federal University of Amazonas. The findings displayed three
issues that were the result of the‘outcome«of the macro task, the result on skill
development and the participants’ commehts"ﬂbn the cycle of cycles of task-based
learning activities. The result of the cutcome of macro task illustrated that 85 percent
of the classroom talk -fel-on-the students’ tatk-and-—the task-within-task model
provided learners oppertunity to use the target language-purposively and that could be
an important enhancer of learner autonomy and students’ engagement. Similarly,

learners’ involvement was substantial bystask-hased approach«dmplementation.

Parks’ (2000) case study involving the investment of three Quebec students in
producing @sshert dacumentary-style video in-English asa Seeond, Language revealed
the very.positive result. Participants valued the task and believed that it had great
learning potentials. Moreover, participants put the extensive effort into creating the
task. To his surprise, some participants who disliked group work due to their past
experience still deployed strategies to resist collaborative work. This case study
illustrated that the language learner was a complex social being. Similarly, Ruso
(2007) conducted a qualitative research study to investigate learners’ opinions about
task-based language learning. 55 EFL students from two English classrooms and the

researcher, a Turkish teacher, participated in the study. A questionnaire, diaries and
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semi-structured interviews were used as research instruments. The findings indicated
that TBL approach enhanced students’ learning since TBL tasks encouraged students’
involvement and that led to significant improvements regarding their language

performance.

Furthermore, task-based language teaching can also activate both adult and
young learners’ learning involvement. Carless (2002) conducted the qualitative
research obtaining classroom observation data from case studies of three EFL classes
with young learners in Hong Koang primary schools. Task-based learning was
implemented in the study. The themes arising from the classroom observation were
noise/indiscipline, the use-of the mother tongue,-the extent of student involvement,
and the role of drawing or.eeloring activities. For.the student learning involvement,
there was a high degree of Student involvement in group work for task-based learning.
In addition , tasks required.them to speak a lot in class. For university students,
Chrirasawad (2008) investigated the effects of collaborative task-based approach with
and without network-based language teaching on undergraduate students’ English
language achievement and student engagement. The participants were students from
Suan Dusit Rajabhat University. The findiqg__révealed no significant difference of the
achievement of both groups. ‘Hewever, the cognitive engagement and behavioral
engagement of the group with the freatment .Qf collaborative task-based approach with
network-based language teaching was higher. The evidence of learners’ involvement
is supported by Erten-and Altay’s (2009) study. The authors investigated the effects of
task-based and topic-based speaking activities on studentinteraction and collaboration
in EFL speaking classes.“The participants were twenty-five trainee teachers of English
with an average upper-intermediate level of-English proficiency. The finding revealed
that the task-based activity led to /more real life language use,,characterized by a
larger number of short turns and"questions and yielded mare cotlaborative behaviors

with real'life language use.

Expectedly, the approach has also been revealed to activate a high degree of
student involvement, and students’ engagement in learning. Moreover, the approach
yields oral/aural interaction in the classroom at the fabulous level. These imply that
students have developed their lifelong learning how to learn English by themselves
(Zhou , 2006; Gass, Mackey and Ross-Feldman, 2005; Hitotuzi, 2008; Parks, 2000;
Ruso , 2007; Carless , 2002; Chrirasawad , 2008; Erten and Altay, 2009). The
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aforementioned research findings may help support this research hypothesis number 2
as mentioned in Chapter one that the students show positive engagement in their

learning process more than the average value (>3.50/5.0).

The related studies concerning ESP course development are substantial. There
have been a number of research studies concerning task-based language curriculum.
Macdonough and Chaikitmongkol (2007) investigated teacher’s and learner’s
reactions to a task-based EFL course at Chiang Mai University and to describe how
their concerns were addressed. The course;included a learning-strategies component
and, the self-made task-based materials together with a supplementary commercial
textbook. The results indicated that the -course resulted in increased learner
independence. However, the~teachers showed some concern about the lack of
grammar. The learners.wviewed that the course was relevant to their real-world
academic needs but noisto their needs outside the academic context. Both teachers
and learners needed actiwitieé and information that could help them adjust to task-
based teaching. Both groups/had.some eoncerns with the amount of materials and
activities per lesson in€luding a perceived lack of grammar. Also, learners required
more support and guidance (o carry out the task successfully. Venema and Notestine
(2007) studied a task-based approach-to eurriculum design in a homestay program in
an L2 environment. The participants were the Japanese students in a homestay
program. The information of specific needs in previous homestays and the immediate
specific needs of the-participants were investigated. It was found that a task-based
approach offered the. advantage of better approximating the way languages were
actually learned, as well“as:the guideline toutailor specific tasks to program goals and
student needs. Also.providing the tasks on student needs in their experiences outside
class provided "a strong link between real-world language and the classroom.
Moreover, considering the immediate needs of students also provided the opportunity

to assess the effectiveness of the program, and make corresponding adjustments.

Related research about the teaching of oral communication is vital for this study.
Regina et al. (2004) investigated whether or not students could be taught to use a
specific linguistic tool, a feature of private speech known as repetition, as a cognitive
and communicative resource in order to facilitate their interactions with other learners.
The participants in this study all enrolled in a fourth-semester undergraduate Spanish

conversation course. Analysis of students’ production in several different classrooms
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tasks suggested that learners were able to use repetition for a number of
communicative and cognitive functions, in response to instruction and extended
practice. Similarly, Sawir (2004) studied one feature of communication strategies
which is allo-repetition (two-party repetition) in conversation exploring many roles of
repetition through a study of informal dyadic conversations between English as a
Foreign Language (EFL) learners from Indonesia, Vietham and Japan, and native
speakers of English. The findings revealed the positive roles of repetition strategy in
maintaining the conversation enahling them to communicate their positive
involvement and interest in conversation wherg language skills were unequal. Noon-
ura (2008) investigated the results of the develeped course to enhance listening and
speaking skills of Thai students with fow level of English proficiency. The typical
course aimed to motivate and” prepare learners for the ESP courses in the subsequent
year. 28 first-year studenis  of Thammasat University were randomly selected as the
participants. The communiCative approach'was used with the variety of fun activities
shedding light on task=basetl approach interacting with tourists. The findings revealed

very positive results.

Alternatively, Han(2007) investigated the EFL graduate students’ expressions
of the particular difficulties and ehallenges in their academic programs needed to
satisfy the oral skills based. aeademic requirements. Both male and female
interviewees of 21 students from various graduate programs participated in this study.
From the interview research, the findings showed the EFE students’ low satisfaction
with their infrequent participation in the group discussian environment. EFL students
tended to prefer small ‘group discussionsitbecause they could participate in class
discussion with less.anxiety-without being forced to compete within a larger group of
native speakers. EFL students also revealed that their insufficient, content knowledge

inhibits;them their active participation in class discussion,

The studies have investigated different aspects of oral communication. Overall,
the studies show the significance of English oral communication for a variety of
purposes. English oral communication can affect learners’ interaction in both real

life and their academic world of study especially for ESL and EFL learners.

Related research concerning language skills and communication needs of
tourist guides is not less dominant to be referred to in this study. Mahmoud and Al-

Khatib (2005) conducted an exploratory study of the use of English by tourism and
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banking personnel examining the communication needs of the personnel in the
workplace by shedding light on their perceptions of needs, wants and lacks. The
researchers also explored the workers' attitudes toward English and the use of English
in the workplace. The sample of this study consisted of thirty senior personnel who
were equally divided by type of work. The data was collected by means of a
questionnaire, interviews, and analysis of authentic workplace texts. The results of
this study showed that the workers’ perceptions of their needs, wants and lacks were
greatly affected by their attitudes toward English. Similarly, Lo and Sheu (2008)
reported on the development of an English teur guide project in a culture-tourism
context in Taiwan. This ESP project combined.ihe theoretical frameworks of content-
based instruction and haospitality language. The project covered four stages that are
planning, executing the tour guide training courses, implementing the on-site tour
guide service, and evaluation. : The findings indicated that in real situations,
multifunctional language skills /were needed for student tour guides. Those skills
included imparting knowledge, interpretation, proper guiding, answering questions,
and practicing hospitality etiquetie. Furthermore, nonverbal skills, such as
understanding gestures, were also critical in_'eh-hancing cross-cultural communication.
In addition, the research on/tourist guides’.;ih‘tqr_cultural competence which is viewed
to be necessary for tourist guide prefessionals Was conducted by Yu, Weiler and Ham
(2002). The authorsinvestigated the intercuIthéI competence of Chinese tour guides
and the relationship”of guides” intercultural competénce to Chinese tourists’
experiences and found that the intercultural competence of tourist guides relied on
three main components that were tourist guides’ knowledge, attitudes, and

interpersonal cemmunicative skills;

Tipmontree ( 2007) studied the use and problems of English speaking, listening
and intercultural communication” of 40 Thai tourist police. Thevinstrument for data
collection was a questionnaire. The results indicated that the major problems that Thai
tourist police faced were their grammar and understanding foreign tourists’ accents.
They indicated that they compensated their language limitation by making use of

their non-verbal communication and asking some foreign volunteer for help.

The four studies reveal the necessary language skills and communication skills
of tourist guides. It has been found that imparting knowledge, interpretation, proper

guiding, answering questions, nonverbal skills, intercultural competence and
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practicing hospitality etiquette are all important and necessary for tourist guide
professionals. In addition, using target language in real situation of a student tourist
guide needs to have both language skills and communication skills. Moreover, the
studies reveal effectiveness and the requirement of ESP application in several ways.
First, ESP enhances vocabulary and both receptive skills. Second, it is relevant to the
use of target language in the future career. Moreover, the study of Lo and Sheu (2008)
revealed that using target language in real situation of student tourist guide required

more than the language in the class room to practice.

2.10. Summary

This study concerns the development of the English Tourist Guides course, using a
task-based approach to.enhance learners’ oral English communication ability. The
course is considered tosbe one of the EOP courses. The relevant elements from the
literature in this chapterrhave been ‘selected to be in use in the research methodology

and support the study as€laborated below.

For course development, componentsfof communicative syllabus defined by
Yalden (1983) which emphasize on learners® needs are used to develop the course.
The stages in program development by Yal'den are seen to be relevant to this study as
they serve as the principles of task-based Iéngi‘jage approach. The stages are needs
survey, description of purposeé selection/ development of syllabus type, production of
a proto-syllabus, |preduction—of —a —pedagogicalsyllabus, development and
implementation of classroom procedures, and evaluation. In terms of content
selection, content is specified by tasks and needed language derived from needs

analysis as they teflect:whatilearners need to' doswithithe language.

The evaluation of the proposed model for this study is based on Ellis’s micro
evaluation with a student-based, and learning -based evaluation. For the syllabus type,
task-based language teaching analytic Type B syllabus which ignores synthetic and
unit analysis is relevant to this study since the latter involves the presentation of the

target language as whole chunks at a time without the linguistic interference.

In addition, the syllabus design in this study is based on Avermaet and Gysen’s
syllabus design model (2006) with the reasons that the course is designed for specific
purpose of learners who have particular interests in English commonly used by tourist

guides in tourism industry. Accordingly, the needs analysis needs to be conducted



89

prior to other steps in designing the syllabus. Next, the data gathered from the needs
analysis is analyzed to get the relevant domains and language use situations. After
that specifications of tasks are obtained by classifying task types. Finally, pedagogical

tasks and real-world tasks are considered to be put into syllabus design.

Task-based approach with key features of meaning focus, target language use,
group work, real-world or real-world related tasks (Ellis, 2003) and Skehan (1996)
authenticity Willis (1996) and Nunan (2004) , are found to be relevant to this study.

For task-based lesson framework, ‘the .general framework suggested by some
scholars covering pre-task, task-cycle andlanguage focus is used. However, in each
stage, the combination of several scholars’ suggestions about the ideas and activities

are selected to be appropriate for iiis study.

For this study, the eommunicative competence model by Canale and Swain
(1980) and Canale (1983,/1984) should: be applied as a target model. However, as
mentioned earlier, the"English Tourist Guides course using task-based approach
which the researcher hope  develop t0, enhance the English oral communication
ability of Chiang Mai Rajabhat University é’@udents should balance between language
skill and communication skills in-terms Of_bbf[,h. learning and assessment. Due to the
current situation of Thai tourist guides Engliéﬁ use mainly with non-native English
speakers, the grammatical competence as Wé'lf as discourse competence in terms of
cohesion, should not he focused and assessed using criteria based on native speakers’
standard. Moreover, pronunciation intelligibility should be focused rather than that of

native speakers.

For the ‘assessment, direct performance-referenced test.should be relevant for
this study as it can be used to assess learners’ language ability in some specific real-
world “activities land it follows the washback effect.. English ~oral- communication
assessment may be feasible, more practical and reasonable to manipulate in language
class. For this study, performance-based assessment should be used to assess students’
English oral communication ability via tasks. In addition, as this course is for EFL
learners who, according to the literature, have low level of English proficiency, the
language features to be assessed should cover the features of basic conversational

mechanics and communication skills mentioned in Standards of English for a tourist
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guide (ELDC) concerning listening and speaking, and the needed skills by a tourist

guide at work found from the needs analysis and other related studies.

In terms of student engagement, the engagement features of learners’ use of
English to clarify their problems or solutions, their collaborative work in group with
contribution and a positive emotional tone and their participation in the real-world
task with effort and application of ideas are adjusted from student engagement theory,
are used in this study. In terms of learners’ use of English to clarify their problems or
solutions, language-related episodes and negotiation of meaning are chosen for the
analysis. For negotiation of meaning, /the features of attempts to prevent
communication breakdown,.and the repair deatures of clarification requests,
comprehension check, and.eenfirmation check are selected for the data analysis. The
selected features cover_ihe criteria for evaluating student engagement of cognitive

criteria, behavioural criteria and«affective criteria.



CHAPTER 11
RESEARCH METHODOLOGY

3.1.  Introduction
This chapter describes the research methodology used in this study. The description
covers research design and procedures, population and samples, and instruments for

each stage of the research together with data collection and data analysis methods.

The main objectives of this study are twofold: first, to develop the English
Tourist Guides course using a task-based-approach for Chiang Mai Rajabhat
University undergraduates-and, second, to study-ihe effectiveness of the developed

version of this course using.atask-based approach.

3.2. Research design
This research study was_ one/of descriptive and quasi-experimental research with a
one-group pre-test/post-test design. The research was conducted in two main phases:

Course development and course implementation and evaluation.

Phase 1. Course development. ~To develop the course, the related literature was
studied. Next, a needs analysis:yvas conducted‘to investigate the needs for the course.
Then all the synthesized information obtained from these sources was translated into a

course development plan.

Phase 2. Course-tmplementation and evaluation. -To evaluate the effectiveness
of the developed course, a single group pre-test and post-test design was used with
the aim of investigating .the peffect; ofythe eourse; (independent variables) on the
participants’ level “of~oral English” communication” ability and their learning
engagement (dependent variables). To evaluate tfie effectiveness ef the course, both
quantitative and qualitative data from two sources & the'whole class and a focus group

— were obtained.

3.3. Research procedures
Research procedures consist of 2 phases: course development and course
implementation and evaluation. Table 3.1 demonstrates research plan and stages taken

in this study.



Table 3.1: Research plan and procedures
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Phase of the study

Stages taken

Steps to be taken

implementation and
evaluation

4

A

"~

4
£ g |

Phase I: Course | Part 1: Needs analysis/ related 1. Review related literature
development literature review 2. Ider_mfy population and §amp|es )
3. Design the research instruments:
documentary study and semi-
structured interview
4. Validate the research instruments
5. Study the related documents
6. Conduct the semi-structured
interview
7. Analyze the data
8. Specify important findings
9. _Map the results of the findings of
” the related literature and the needs
analysis to find course components
L IIL
Part 2;€0ujse development 1. Explore and select the theoretical
y. v framework for the course
/"’ o development
— 2. Develop the course by steps by
£ rr: A4 Yalden (1987)
Part 3: Course verification | 1. Validate the course content, lesson
' ads & plan and materials by experts
r : “f 2. Adjust the course accordingly
il ~ . |3, Conduct pilot study (4 sessions)
M | 4 Adjust the course
Phase 2: course | Part1: Courséimplementation | 1. Conduct the main study (12 sessions

of 36 hours)

y | )

fP@'rt 2: Evaluating the

effectiveness of the course

Evaluate the effectiveness of the course
using the following instruments.

1.

2.

3.

The oral English communication
ability and the scoring rubrics

The student engagement
questionnaire

The students’ logs

The student engagement observation
checklist with recordings of
participants’ interagtions and
presentations

Recording of students’ interactions
while carrying out the closed tasks
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Research Question |

3.3.1. Phase 1. Course development
To answer research question 1, ‘What components should be incorporated into the
English Tourist Guides course using a task-based approach?’ the related literature was
studied and then the needs analysis was conducted and translated into the course

components.

3.3.1.1. Needs analysis
A needs analysis was conducted to find the needs for the course. The relevant target
language use, language features, tasks, and skills.needed a by a tourist guide at work,

and the existing course lack-and needs were the main aspects to investigate.

3.3.1.1.1. Population andsamples

1. Population
The population of the.needs analysis in this study consisted of Chiang Mai Rajabhat
University English teaghers’(2),/Chiang. Mai Rajabhat. University alumni (8), and
tourist guides working in"Chiang Mat (87 tourist guides, Tourist business and guide
registration office, ChiangVai, personal communication, December, 2008)

2. Samples L
Purposive Sampling Technique was tsed to robtl'éiin participants for the needs analysis.
The samples for needs analysis in this stU’dy ‘consisted of 3 groups: 1) 5 tourist
guides in Chiang Mai;—2)—2-English-teachers who usually teach the existing course,
and, 3) 4 alumni who took the existing course. All the selected participants were
interviewed for the required information applying semi-structured interviews.
According to Bablie] (2001); it'is not possiblettoicoverthepopulation. Emory (1976)
points out that purposive sampling tegularly involves the idea of the effort to obtain
a sample that meets the predetermined criteria. “Emory ,adds. that“a.small-sized but
efficient'sample that providesta given:precision will not lessen the sighificance of the

study’s results.

1) 5 tourist guides in Chiang Mai
In this study, purposive sampling under the predetermined criteria of  having more
than 4 years of experience as an English tourist guide in northern Thailand and
being a Silver Blonde Tourist Guide (Inbound) card owner was used to obtain five
tourist guide participants. The reasons for using purposive sampling were that a

tourist guide who has long-term experience in the domain and in the relevant
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situations should be able to provide reliable and accurate information as a
professional in the area. Furthermore, a tourist guide who owns a Silver Blonde
Tourist Guide (Inbound) always leads some international tourists and is qualified to
work as a tourist guide in all places in Thailand, which in turn, ensures the guide’s
qualifications as a professional dealing with non-Thai tourists using English in a

variety of situations.

2) 2 English teachers who usually teach the existing “English for Tourism
4” course
2 English teachers who usually teach the existing course were purposively selected

for the data collection.

3) Chiang Mai Rajabhat University alumni
4 Chiang Mai Rajabhat Wnwersity alumni were purposively selected under the
predetermined criteria of having /tourist guide experiences at least 3 years and having
studied the existing colirseswith the teachers who were also the participants in the
interview in this study. Only four of them were purposively selected as their
qualifications met the critgria and they Weré able to devote their time for the interview
despite the fact that they needed o receivé’;mapy tourists in the high season of travel

at that time.

3.3.1.1.2. Instruments
A documentary study_together with semi-structured interview was conducted for
data collection and for-triangulation purposes to ensure-the reliability of the gathered
data.

1. Documentary study
A documentary study was done to investigate the,relevant information related to the
study cantext. The'existing course description together with: Chiang Mai Rajabhat
University educational policies were investigated. In addition, as this study concerns
a tourist guide and English as the target language used in the specific domain
(Tourism), the documentary study in this project included an inquiry into the current
role of the English language, language knowledge, and skills needed by a tourist
guide, as well as the tasks done at work together with Standards of English for a
tourist guide by The English Language Development Center (ELDC) Thailand
(2005).
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2. Semi-structured interviews
A semi-structured interview was administered to three groups of participants; 5
tourist guides in Chiang Mai (See Appendix A), 2 English teachers who usually teach
the existing course (See Appendix C), and 4 alumni who had previously taken the
existing course (See Appendix B). According to Constock (1982 cited in Long, 2005),
the researcher and curriculum designer should seek a critical perspective based on
dialogue with people rather than observation and manipulation. Accordingly, the
semi-structured interview was employed to gather needs from them all. The main
information concerning their language use at\work together with their tasks done was
investigated from the semi-structured interviews. The information concerning the
existing course practices together with the course needs and lack was investigated

from the semi-structured inierviews with the teachers and the alumni.

3.3.1.1.3. Data collection
For the documentary study,/the existing course description was studied to get the
requirements of the course as this course'“ needed to developed base on this existing
course. Chiang Mai Rajabhat University, educational policies were studied to
investigate the university’s needs con_q;g[hing English language. The related
documents and literature ~were studied, analyzed and synthesized to obtain the
information about language features, functi@n_s, skills and tasks needed by a tourist

guide.

For the interviews, data collection was done By semi-structured interviews
with the tourist guides-administered at sites. Information"was investigated concerning
what and how, English-language,skills; language functions, the communication skills
actually used and required in the'werk place of a tourist guide; the common problems
they face and suggestions for course development=Moreover, English teachers as well
as the "4 alumni werevinterviewed: at. their sites. The information concerning the
existing course practices regarding the course content, resources used, teaching
methods, learning activities, and the course evaluation together with the course needs

and lack was investigated.
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3.3.1.1.4. Data analysis
After gathering the needed data from two sources — the documentary study and the
semi-structured interviews — all the information was analyzed to obtain the needed
data. The data from the semi-structured interviews and from the documentary study

were analyzed by content analysis.

This information from the needs analysis was used for designing the English
Tourist Guides course syllabus in terms of course goals, content and materials, tasks,

learning activities and needed skills.

3.3.1.2. Course development
The English for Tourist Guides courseawas developed based on the needs analysis,
and related literature. Steps takenan developing thiscourse were as follows:
Step 1. Determiming the goeals and objectives of the course
Step 2. Selectingthe syllabus type
Step 3. Writing aprote syllabus: Establish target language use, situations in use
and target language tasks, Select and"sequence tasks from real-world /target
tasks, and consider pedagogical tasks and real-world tasks.
Step 4. Writing the pedagogical syllabus for the students of Tourism Program:
designing the course andwriting lesson 'p“‘lans for course implementation
(Yalden, 1987)

3.3.1.3. Validating the course
The English Tourist Guides course was developed based on the combination of the
information from needs @nalysis and the related literature. The task-based approach
was used as teaching methodology: In order to'ensure that the course was effective
and met the needs, the developed course validation was performed in the following

way’s

1. ' Experts’ validation
The experts in this study consisted of one English language instructor with a doctoral
degree and more than 30 years of teaching experience, one English language
instructor with a doctoral degree with the expertise of task-based language teaching
with more than 12 years of working experience, and one tourism teacher with a
doctoral degree and more than 10 years of working experience, and one assessment

teacher with a doctoral degree with more than 30 years of working experience. The
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course modules and lesson plans together with course materials were validated by a
panel of three experts. They are the expert in the field of English instruction, the
expert in the field of English instruction with the expertise of task-based language
teaching and the expert in the field of tourism. The experts were provided with the
evaluation forms and all the materials used in this course. After receiving the
evaluation from the experts, the materials were adjusted based on the experts’

feedbacks. Then the pilot study was conducted.

2.  Pilot study
One module was pilot tested with a group of.students with similar characteristics for
four weeks prior to the main-study.

The pilot study was~eonducted with the .aims of 1) determining if the
proposed lesson plans and maierials could be effectively and practically used for the
purposes of this study and, 2)familiarizing the teacher with the lesson plans, activities,
teaching materials, and learning situation.

One module with two legssonplans df pedagogical tasks was piloted for a whole
month with 30 tourism'students. The topic of the module was essential language skills
and communication skills'fora tourist guid_em y\}ith Thal cooking and tourist attractions
and local knowledge. Learning-this module, during the pre-task stage, the participants
were explicitly introduced to language skillvs:. and communication skills needed by a
tourist guide at work.Then they were exposed to the audio-visual inputs and carried
out the closed task:<In the task-cycle stage, the participants carried out the more
complicated tasks of. ‘role-play simulations starting-from planning, discussing ,
sharing group responsibilities and did thevrole-play simulations. The last stage of
language focus, the prablematic features were discussed and explain.

The module with the mentioned topics used for the pilot study due to the
following reasons:

1) The first module was expected to equip participants with the language
knowledge, language skills, and communication skills they may need to use during
the real-world tasks in the second practicum module. Therefore, the first module was
the pre-requisite in support of the second module with real-world tasks outside class.

2) The content could be reasonably and practically covered within the

allocated time.
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3) The first module with pedagogical tasks could be done in class while the
second module with real-world tasks was mainly carried out outside class in real

situations.

Research Question 2
3.3.2. Phase 2. Course implementation and evaluation
To answer research question 2, How effective is the English Tourist Guides
course using a task-based approach?, 4 aspects were performed.
1) The developed course was implemented.
2) The gained score was sought.
3) The effect size was calculated.

4) Learning task engagements were investigated.

3.3.2.1. Courseimplementation
The actual course was"implemented with 14 sessions. The instruction covered 12
sessions within 36 hoursd The' other 2. sessions were for the midterm and final

examination. Two modulés of the actual course were implemented.

3.3.2.1.1. Population and sample
1. Population -

The population in this study was fourth-yeé'} undergraduate tourism students at
Chiang Mai Rajabhat.University (110 studéht’s')f"

2. Samples
The samples for the eourse implementation were the participants who were fourth-
year undergraduate tourisn:Students at Chiang, Mai. Rajabhat University. According to
Yamane (1973), 43-students should.be enough as the required-participants. However,
the sample of this study was an intaet group of Tourism major students at Chiang Mai
Rajabhat University: who' enrolled in the “English for Tourism.4” course as one of
their compulsory elective subjects in which this study was implemented. This group
of students was required to complete all the General English courses and the pre-
requisite English for Tourism 1, English for Tourism 2 and English for Tourism 3,

courses.
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3.3.2.1.2. Instructional instruments
Two modules were derived from the process of course development in phase |
(Course development). Two course modules together with four lesson plans (see
Appendix N for further details) were constructed based on the needs analysis and the
related literature. All the authentic needed materials, teaching method, activities and
evaluation plan were selected and incorporated in to the lesson plans. The course
materials were validated by a panel of 3 experts in the field before its use in the main
study. The content validity measured by Item-Objective Congruence (I0C) Index

was 0.97, which is very high.

3.3.2.2. Evaluating the course
To answer research question 2,-“How effective is the English Tourist Guides course
using a task-based approaeh? participants’ oral English communication ability

achievement and the participanis’/learning task engagement were investigated.

To answer research question 2.1, Will the scores of the students’ post-test be
significantly higher than' those of the pre<test?, the participants were pre-tested and
post-tested. In addition, fo answer research duestion 2.2: What is the magnitude of
the effect size?, a d.value; a kind of effeicrtq Size index was calculated based on the

means and S.Ds of the mentioned tgsts.
3.3.2.2.1. Research instruments

1. Oral English communication ability test and the oral English

communication ratings

1.1. Oral English communication ability test (15 minutes)
The English oral communicationability test (See Appendix, H) was a direct
performance-referenced test, a simulation of a real-warld task. It'was-used to measure
participants’ level of oral English communication ability against the oral English
communication ratings. The test was developed by the researcher based on the course
goals and objectives. It was a criterion—referenced test. Its construct was specified
based on characteristics of tasks in the target language use (TLU) situation obtained

by the needs analysis and the related literature.

As this was a direct performance-referenced test, a prompt with specific

purpose situations was used in the test. For the skills area of the test, participants were
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informed of the expected active roles as well as the skills to be assessed during the
process of carrying out the task by the rater.

This performance test was used as both pre-test and post-test and administered
before and after implementing the course. The pre-test was administered to assess
students’ oral English communication ability before the implementation. The same
test was used again as a post-test after the implementation on the last day of the
English Tourist Guides course. The mean scores of both the pre-test and post-test
were then compared and analyzed by using the Paired-Samples t-test to determine if

the post-test scores, on average, were significantly higher than those of the pre-test.

In order to ensure that the constructed test can assess what to be assessed, the
test was validated by am*expertin the field of assessment, an expert in the field of
task-based language instrucion, and an expert in the field of Tourism instruction to
measure its content validity.before being administered in the main study. The experts
found the instrument aecepiable with nb;comments. The overall 10C index of the
content validity of the test was 1.00. For "'reliability, the test was piloted with a
sample of 5 (five) studentsiwho had ‘characteristics similar to those of the participants
in the main study. The reliability was measured by using inter-rater coefficient ( rxy )
and the result was 0.806. !

1.2. The oral-English communication faitings
For the oral English. eommunication ratings (See Appendix I) against the oral English
communication ability test, the information from the needs analysis was analyzed and

taken into consideration for the design of the oral English communication ratings.

Due to the signiftcant role of English'as a lingua franca, the evaluation in this
study focused on the knowledge and language features that concern intelligibility,
negotiation for meaning, and‘communication skillsirather.thaninative target-like skills
with grammar, pronunciation, and syntax, but put more emphasis on strategic
competence in communication ability, which is an important part of all
communicative use. Assessment was often based on assessment of ability to carry out

tasks in English.

For reasons of practicality, the oral English communication analytic rating
scales used for rating oral English communication ability in this study were adapted

from two sources.
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1) The validated oral English communication rating scheme used for the Test
of English Conversation Proficiency (TECP), at Sanyo Gakuen University (2002) in
Japan, which was constructed to measure non-native speaking students’ skills. The
validated oral English communication rating scheme used for the Test of English
Conversation Proficiency (TECP) which conforms the norms and rules of
conversational discourse (Moritoshi, 2002) were used to evaluate EFL learners’
conversation proficiency. The rating also focuses on intelligibility and communication
skills. The rating scales were found to be of high usefulness overall (Moritoshi, 2002).

2) The standards of English for oceupations by the English Language
Development Center (ELDC), Thailand, ingiCaiing the needed skills and knowledge
for a tourist guide (The English Language Development Center, 2006). The
Standards of English for_a“tourist guide by The English Language Development
Center (ELDC) Thailanderegarding using spoken English and understanding and
using non-verbal commuanication appropriate to audience (see page 115) place the
language and non-verbalscommunication .used in a workplace. The two sources
mentioned earlier conform with the developed course components and the tasks the
participants may need to do in the current_' era of globalization. Therefore the two
sources were seen relevant for the rating adébta}_tion.

The level of each scale was used as a Ievél score. The total scores were derived
by summing the highest level score of each Sbéie which was 54 scores in this study.
The level scores of each scale that each participant could make were summed to give
the composite scores and converted into percentage of the total marks available and
the grade was assigned. Fhe oral English communication rating scales were validated
by one expert in the-field of @ assessment, one-expert” in the field of task-based
language instruction, and one expert in the field of Tourism instruction. The overall
IOC index: @f~thecontent, wvalidity of) the: test~was0:99.~They experts found the
instrument acceptable with 'no comments.

To answer research question 2.3, What is the degree of student engagement?, 4
research instruments were used to obtain the information from 2 sources: the whole
class and a focus group on three selected features of student engagement. There
included a) use of English to clarify problems or solutions, b) collaborative work
with contributions and a positive emotional tone, and c¢) participation in the
development of the real-world tasks with efforts and applications of ideas to the

specific contexts of real-world tasks.
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2. The student engagement questionnaire for the whole class
A set of the student engagement questionnaires (See Appendix D) is a self-evaluation.
It was employed with the whole group of participants to obtain the quantitative data
concerning students’ learning engagement in all the aforementioned selected features.
The questionnaire was developed by the researcher. The items in the questionnaire
were designed to ask the participants about their collaborative work to carry out the
tasks, their English communicative interactions, their plans for the tasks, what they
did to develop their tasks, the ideas they applied on those tasks, and the tasks they did
outside the class in real situations. The guestionnaire was designed in a Likert-type

scale with five gradations.

The student engagement guestionnaire was verified by one expert in the field
of assessment, one expert insthe field of task-based language instruction, and one
expert in the field of EaglishinStruction before its use on the last day of the course
implementation. The experts found -the instrument acceptable with a few minor
comments mostly about word choices. The instrument was adjusted accordingly. The
content validity measured by Item-Objective Congruence (IOC) Index was 1.00,
which is very high. Conbach Alpha coefficient was used to measure the instrument’s
internal consistency reliability: and it was 0.847, which is quite high. The student
engagement questionnaires were distributed to participants on the last day of the main

study.

3. Students’ logs for the whole class
One method for examining student engagement is the content of a student’s log which
may provide insight,on the-measurement .of .learning-, engagement and perhaps the
theoretical underpinnings of student engagement-(' Drummond et al.,1995 cited in
Shadel et al., 2001).

Student’s logs'(See' Appendix'F) were employed ‘for- triangulation purposes, to
obtain the qualitative data concerning the participants’ engagement covering the
aforementioned 3 selected features. The participants were required to keep their
learning logs twice after each real-world task. The logs were processed by groups of
participants summarizing their participation and use of English after each real-world
task. In order to obtain the relevant data from the learning logs, the participants were
allowed to write their logs in Thai, and a guideline for keeping logs was provided.

The items included the guideline concerning participants’ collaborative work to carry
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out the tasks, their English communicative interactions, their plan for the task, what
they did to develop their tasks, the ideas they applied on those tasks, and the tasks

they did outside of class in real situations.

The students” log guideline was validated by one expert in the field of
assessment, one expert in the field of task-based language instruction, and one expert
in the field of English instruction before its use during the course implementation in
the main study. The experts found the instrument acceptable with a few minor
comments mostly about word choices: The instrument was adjusted accordingly. The
content validity measured by ltem-Objeciive Congruence (I0C) Index was 0.86,
which is very high. The students” logs were-transeribed, coded and analyzed by the
researcher as one rater and.another well-trained rater to code the transcriptions. They
were to use the Hyper Researeh Program separately. The findings from them were to

compare if they were mare oiless the same.

4. The student gngagement obseir{/ation checklist with recordings of the
focus group
The student engagement gbservation checklist (See Appendix E) was used to obtain
in-depth quantitative data concerning students’ learning engagement in their learning
tasks of the particular mixed ability group "'o,f‘"’F‘ive participants during their planning
time and work presentation. It was developed by the researcher and was designed to
investigate participants’.collaborative work in_groups with contributions and a
positive emotional tone: and participation in the development of the real-world tasks
with effort and application of ideas. The checklist was Used twice, together with the
recordings while ceding by-the,researcher as one,rater.and-anether well-trained rater.
The checklist was verified by one ‘expert in‘the field of ' assessment, one expert in the
field of task-based language instruction, and ene expert in the’ field of English
instruction before its use during; theseourse implementation insthe main study. Its
content ‘"validity measured by Item-Objective Congruence (IOC) Index was 0.96,
which is very high. The experts found the instrument acceptable with one comment;
the item, “Spent a lot of time on tasks,” seemed to be difficult to observe. The

instrument was adjusted accordingly by deleting this item.
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5. The recording of the focus group’s interactions while carrying out the
information-gap task.
Since tasks as a main means in learning is one of the key features of task-based
language learning approach applied in this study and a closed task is believed to
promote learners’ negotiation of meaning (Nunan, 2004), it is worthwhile to
investigate participants’ use of English to clarify their problems or solutions as this

can be considered one feature of student engagement.

The recording of the interactions of the focus group was administered while
carrying out the information-gap task to investigate their learning task engagement in

terms of their use of English.to clarify their prablems or solutions.

3.3.2.2.2. Data collection

For this study, beth quantitative and qualitative data were collected to evaluate
the effectiveness of the developed English Tourist Guides course using a task-based
approach. The data colléCtioh was done with = a) the whole class, and b) the focus
group.

1) The oral English communication «ability test was used to pre-test all
participants. The test was administered twice as pre-test and post-test to obtain the
quantitative data about participants™ oral Engli's“h communication ability achievement.
The pre-test was administered i the first week of the semester before the beginning
of classes while the-post-test was.in the last week of the semester after the end of
classes. The test took-about 10 minutes with 5 minuies for preparation for each
participant as they needed to study the task sheet containing directions and the criteria
for assessment.and.explore-the-video,clip, which would-be-used while carrying out the
test task. Both, tests'were tape-recorded for later analysis by the researcher as one of
the raters along with the other well-trained rater.

2)\ The student engagement questionnaires for the whole elass (Self-checklists)
were distributed to all participants on the last day of the course implementation to
obtain the quantitative data about student engagement. The researcher spared 15
minutes for all participants to respond to each statement that best describes their
views and submitted it before leaving the class.

3) The students’ logs for the whole class were employed to obtain in-depth
qualitative data of the participants’ learning task engagement. Each group of

participants was asked to write their logs after each real-world task. The log’s
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guideline was provided for each group. However, the participants’ logs of real-world
task 1 were selected to be coded and analyzed as the task’s nature (Launching a tour
package) was able to activate all the engagement features. Each group was asked to
submit their logs one week after each real- world task.

4) The student engagement observation checklist with recordings for the focus
group was employed to obtain quantitative data about participants’ behaviors
indicating learning task engagement while carrying out their tasks. It was employed
with the particular mixed ability group .of five participants and was used with the
recordings twice during planning real-world. tasks 1 and 2. To make sure that the
data could be collected as much as possible,«recordings were arranged by VDO
administration during their interactions and discussion while planning the real-world
tasks 1 and 2 (60 minutes girecerding for real-world task 1 and 50 minutes for real-
world tasks 2). Both veral and verball communication data were collected for the
analysis. The recordings werg administered globally to the whole group rather than
focusing on each individual. The reasons for.doing so are as follows:

a) The holistic view of group communication using both verbal and non-verbal
communication in an integ=dependent fashio_h can be observed.

b) The recordings focus on the intera.é't:ibr‘lﬂs of each of the five students carrying
out the task. Therefore, the triggérs and responées among the group members should
be effectively observed and noticed. o

¢) All members’ concentration, enthusiasm and their eagerness to initiate ideas
in the group occurring at the same time can effectively be observed.

d) It is impractical to focus on each member of the group at the same time
However, the evidence of their effort and application of lideas may not be clearly
observable during their planning time. As a result, recordings of the presentations of
the participants™work er products'were alsorobservediandevaluated.

5) .The recording of the focus group’s interactions while carrying out the
information-gap task was employed to obtain the in-depth data of student engagement
in terms of participants’ use of English to clarify their problems or solutions. To
investigate the participants’ use of English to clarify their problems or solutions, the
recording was done with the particular mixed ability group of 5 participants. To
make sure that as much data as possible could be collected, the VDO recording was
administered during their interactions while carrying out the pedagogical

information—gap closed task 1 (20 minutes) during the implementation.



106

3.3.2.2.3. Data analysis

1. The ratings of the pre-test and post-test were conducted separately by the
researcher and by the researcher’s inter-rater. Then the inter-rater reliability was
calculated. After that, the mean scores of both the pre-test and post-test were
compared and analyzed by using Paired-Samples t-test to determine if the English
Tourist Guides course resulted in any improvement in the participants’ oral English
communication ability. In addition, Cohen’s index was applied to find the effect size.
The values of the effect-size were used to interpret the correlation between the
independent variable (the effect in this study) and the dependent variable (the
improvement in participants® eral English .ecmmunication ability) (Cohen, 1988).
The effect-size is important as it shows the size of the experimental effect allowing
us to acknowledge the magnitude of the effect while other calculations may limit the
active interpretation (Cohen, 1992, citedin Thalheimer and Cook, 2002).

2. The data from the student engagement questionnaire (Self-checklist) was
analyzed using descriptive analysis.

3. The participants’ logs Wwere translated by the researcher. Next the data was
coded and analyzed separately by the resear_éﬁér as the first rater and the researcher’s
well-trained inter-rater by means of contehiééng_lysis using Hyper Research Computer
Program (Version 2.6) to find the descriptive éontent domains according to student
learning task involvement in terms of using. E.nglish, gollaborative work in group
with contributions and a positive emotional tone, and participation in the development
of the real-world tasks with effort and application of ideas to the specific contexts of
the real-world tasks. Steps taken for the, analysis by Hyper Research Computer
Program were as follows:

a) Review.the learning task engagement literature to find the features indicating
the selected dearning, task-engagementfeatures:

b) .Convert the translated™ log file into the “txt™Tile, the participants’ raw
engagement descriptions, and put it into the program.

c) Put the selected engagement features as ‘codes’.

d) Select and highlight the word, phases or sentences that indicate the selected
learning task engagement features found in the “txt’ file and apply them for codes to
get the descriptive content domain.

e) Categorize the derived domains into the categories of the selected learning

task engagement features.
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f) Select and highlight the word, phases or sentences that indicate the
descriptive content domains, found in the ‘txt’ file and apply them for codes.

g) Then the researcher can get the report from the program.

Then inter-rater reliability was calculated.

4. Recordings of the participants’ interactions and discussion of the focus group
while planning real-world tasks 1 and 2 together with  the recordings of the
presentations of the participants’ work or products were observed and evaluated using
the student engagement observation checklists by the researcher and the researcher’s
inter-rater.  After that, the information frem the student engagement observation
checklist was analyzed using descriptive”analysis to obtain the level of the
participants’ learning task engagement.

5. The recording of=thesparticipants’ interactions of the focus group while
carrying out the pedagegical information-gap task was transcribed and coded
separately by the researcher as ihe first rater and the researcher’s well-trained inter-
rater to investigate their use of English to clarify their problems or solutions. The
analysis was done by means of contenf analysis using Hyper Research Computer
Program (Version 2.6). The transcript file Was converted into the file of “txt’. Then
the “txt” file was put in the pragram. Aft.é:r"tt}at, the codes of selected engagement
features were put in as ‘codes’. Next, the sel_e(;ted engagement features found in the
‘txt” file were highlighted and applied fdk -c'b-des. Then the researcher can get the
report from the program. Then inter-rater reliability was calculated.

The selected interactional features used for the analysis were language-related
episodes and negotiation=ef meaning with attempts to prevent communication
breakdown, and the: repair features of clarification requests,-comprehension check,
and confirmation check. These have been found.to be facilitative. of SLA (Second
Language “Acquisition) and/on to' have been used in the literature in relation to
interactions studied (Mackey, 1999 cited in Gass; Mackey; and Ross-Feldman, 2005).
The chosen features were operationalized as follows:

1. Negotiation of meaning

1.1. Attempts to prevent communication breakdown (Long, 1983b, cited in
Oliver, 2002). It was coded as APCB.

1.2. Repair (Long, 1983b; Long and Porter, 1985; Porter, 1986; Young,
1984 cited in Oliver, 2002).
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1.2.1. Clarification request refers to any expressions a speaker uses to elicit
clarification of the interlocutor’s preceding utterance(s) to help in understanding
something the interlocutor said (Modified from Long, 1983 cited in Gass et al.,
2006). It was coded as CR.

1.2.2.  Comprehension check refers to any expressions elicited by the speaker
to check whether the interlocutor(s) have understood the previous speaker’s
utterance(s) (Modified from Long, 1983, cited in Gass et al., 2006). It was coded as
CPC.

1.2.3. Confirmation check refers to any.expressions a speaker elicits after the
interlocutor’s utterance(s) to" eonfirm that ine.utterance has been correctly heard or
understood by the speaker (Madified from Long, 1983 cited in Gass et al., 2006). It
was coded as CMC.

2. Language relatgd episode refers'to any part of a dialogue in which a speaker
talks about the language. they are produc'in"‘éj, questions their language use, or other or
self-correct.” This includes instances ofx‘!a speaker asking for glosses of individual
words or phrases (Gass‘et al., 2005). It Wés'_pqded as LRE.

A statistical package called SPSS (Statistical Package for the Social Sciences,
V.11.50) was also used for the statistical cal_gg_lgtion. The research instruments used in

the study are summarized in table 3.2.



Table 3.2: List of research instruments
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Instruments Purpose Schedule/ Validation Means of
period analysis
Validity Reliability
Documentary To investigate the current | At the initial - Triangulation Content
study and future status, role, stage of the by cross- analysis
significance and study checking with
education direction of the data
English, the target obtained from
language use, target the semi-
language use tasks and structured
skills needed for a tourist interview
guide at work
*This information is for
qualitative data used for ry
developing the course >
Semi-structured | To obtain information At the initial - Triangulation Content
interviews with | about a tourist guide’s stage of the by cross- analysis
5 tourist guides | target language use,target | study checking
language use tasks 3‘ with the data
including probiems and , obtained from
needs oftsing English at '3 the
work ! documentary
*This informatien isfor L 4 study
qualitative data used for -
developing'the course —
Semi-structured | To obtaif information =, | At the initial 5 Triangulation Content
interviews with | about the data concerning |.Stage.of the by cross- analysis
2 English the existing course in P. study‘f{_ checking with
teachers terms of course content, « i the data
resources used, teqéhing ! obtained from
methods, learning’ Aid the interview
activities and the course. .- with the alumni
assessment. _—
*This information is.for
qualitative data uséd-for - ,
developing the course Vi
Semi-structured | To obtain-infermaiion At the initiai - ‘; Triangulation Content
interviews with | about-thé data concerning | stage of the . | bycross- analysis
4 alumni the existing course in study i checking with
terms of the course | the data
content, resources used, - obtained from
teaching methods, the interview
learning activities and-the with the
course assessment as well English teachers
as suggestions for course
improvement
*This information is for
qualitative data used for
developing the course
Oral English To measure participants’ Before and By the panel | By means of t-test with
communication | level of oral English after of three inter-rater the
ability test communication ability implementing | expertsin coefficient significan
against oral English the course the fields and ce level at
communication rating. applying the | at-test 0.05. In
*This information is for Index of addition,
quantitative data obtained Item- Cohen’s
to investigate the objective index was
effectiveness of the Congruence also
developed course (1oCc applied to
>0.75). find the
effect
size: a

medium
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effect
(around
0.5) is
expected

Questionnaire To investigate At the end of By a panel Conbach Alpha | -Mean
participants’ engagement | the course of three coefficient was )—(
*This information is for experts by used to (A)
quantitative data obtained applying the | measure the
to investigate the Index of instrument’s
effectiveness of the Item- internal
developed course objective consistency

Congruence | reliability
(lIoc
>0.75).
Recordings To investigate While - Triangulation Content
in-depth data of impl{énfntin by cross- analysis
participants’ engagement | the cour: checking with
while they are carrying ,{;’ . the data
out the assigned tasks - obtained from
*This information is for 2 o the student
qualitative and™ engagement
quantitative-data obtaine - questionnaire
to investigate and students’
effective of logs

Student While By the panel | By means of -Mean

engagement implementing | of three inter-rater X

observation the course experts in coefficient (~)

checklist i A the fields and
" "5; . applying the | at-test
i sl Index of
v 724y 4 Item-
Py objective
=¥ /N Congruence
iy | foc
e | >0.75).

Oral English To be in use as criteria for_| When grading | By the panel | - -

communication | assessing the oral English | the test. /= of three

ratings communication ability of ' experts [
the partieipants in the using the -
main stlidy index d_fi y

il ltem- —
/ Objective
B Congruénce
(lIoc
>0.75).

Student’s logs To qualitatively After the real- | By the panel | By means of Content
investigate-participants’ world tasks of three inter-rater analysis
engagement experts coefficient and
*This information is for applying the | at-test
qualifative data obtained Incdexof
to investigate the Item-
effectiveness of the objective
developed course Congruence

(lIoc

>0.75).
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3.4. Summary

This chapter describes the research methodology of the present study, which was a
descriptive and quasi-experimental research project with a one-group pre-test-post-
test design. The study consisted of 2 phases: course development and course
implementation and evaluation.

For course development, needs analysis was conducted. The samples for needs
analysis in this study obtained from Purposive Sampling Technique, consisted of 5
tourist guides working in Chiang Mai, 4 Chiang Mai Rajabhat University alumni who
had taken the existing course, and 2 English teachers who usually teach the existing
course. At the same time, the related literature.were gathered, studied and analyzed.
Then the data gained from the needs analysis and the document analysis was analyzed
and synthesized. After thatythe important findings were specified. Then the course
modules, lesson plans and course materials were constructed based on the needs
analysis and the related literature.” After that, the course modules with lesson plans
and course materials were yalidated by three experts and later piloted with a different
group of 30 tourism students. Then the coﬁr_se was adjusted accordingly.

For course implemegntation and evalu;atsi'-on, the course was implemented for a
whole semester of 4 months. The sampléév:fb"rl‘__the course implementation consisted
of 24 students at Chiang Mai Rajabhat Univer_sify. They were the intact group.

To answer the first research qUééfibn “What components should be
incorporated into the English  Tourist Guides course using a task-based approach?”
two instruments: related literature review and needs analysis, were used. The
literature was reviewed and studied. Next, .the instruments of the documentary study
and semi-structured Interviews were employed to conduct the needs analysis. Then,
the informationgathered from the two sources mentioned above was analyzed and
synthesized ©to abtain the relevant data of the“components toybe incorporated in the
developed course.

To answer the second research question, “How effective is the English Tourist
Guides course using a task-based approach?, three sub-questions needed to be

answered.

To answer the first sub-question 2.1, “Will the scores of the students’ post-test
be significantly higher than those of the pre-test at the .05 level?”, the participants

were pre-tested and post-tested and their mean scores were compared and analyzed.
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To answer the second sub-question research question 2.2, “What is the
magnitude of the effect size?”, Cohen’s index was applied to find the effect size.

To answer the third sub-question research question, “What is the degree of
student engagement?”, both quantitative and qualitative assessments were used with
both the whole class and with the focus group of 5 participants. The research
instruments employed to assess participants’ engagement were the student

engagement questionnaire (quantitatively/whole class), student logs (qualitatively/
whole class), student engagement obseryation checklist (quantitatively/focus group)

and, the recording of participants’ interactionsawhile carrying out the information-gap
task (qualitatively/focus group). For a cleapiCiure, the steps in developing the

English Tourist Guides course.are presented in figure 3.1.



Figure 3.1. Steps in developing the English Tourist Guides course
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CHAPTER IV
RESULTS AND FINDINGS

4.1. Introduction

This study aims to develop an English Tourist Guides course, using a task
based approach to enhance Thai undergraduates’ oral English communication ability
to prepare them with English needed in the work places for their future careers. This
chapter presents the findings of the study as follows: the components that should be
incorporated into the English Tourist Guidgs course and the effectiveness of the
developed course in terms of students* .dearning achievement and students’
engagement. The results and- findings are  reported both quantitatively and

qualitatively as follows:

Research question 1./What components should be incorporated into the English

Tourist Guides course, using@a task-based‘épproach?

To respond to this research guestion, needs analysis was conducted and the related
literature was reviewed. Next the course components were drawn from the needs
analysis and the review of the related literature. Then the derived components were

A4

incorporated in the developed course.
4.2. Needs analysis and related literature review

4.2.1. Needs analysis results

1. Documentary study

a) The existing coursesdescription. The existing “English for Tourism 4” is one
of the English' far Taurism gourses in a series and is one of the compulsory electives
for tourism students. This course: is considered to be one ,of the courses in
communicative English for specific purpases. 'When the- Tourisin major students of
the Faculty of Humanities and Social Sciences at Chiang Mai Rajabhat University
study in the fourth year, they can select the “English for Tourism 4” ( ENG 3516) as

one of their compulsory electives in the first semester.

The course descriptions of this course were written in order to provide the
framework or guideline for teachers to follow. After studying the description of the
existing course, it was found that the course aims to develop learners’ four skills in

aspects of the tour, such as planning, conducting a tour, providing descriptions and
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information about the tour sites in both oral and written forms. Learners were
expected, after taking the course, to be able to plan, organize and conduct tours and to

give descriptions or information about the tour sites.

b) Chiang Mai Rajabhat University’ educational policy

Two main policies of faculty of Humanities and Social Sciences of Chiang Mai
Rajabhat University concerning this study are 1) to promote its students language
proficiency including English and 2) to preserve, enhance and maintain Thai culture
especially local culture and promote students’ awareness of those cultures. It can be
inferred form the policies that the university has an aim to enhance its students’

English proficiency and encourage them to-"_use English to promote their local

culture.
c) Standards of English for' a tourist guide by The English Language
Development Center (EBDC)Thailand

Standards of English/«concerning t]]é core skills of speaking and listening for a
tourist guide were studied and selected, as they are the skills most used in this
profession. In additiony as/this course is for EFL students who, according to the
literature have a low level of English skills and are not familiar with conversational
mechanics/social exchanges @and basic comf})un_ication skills, the basic language and
communication skills mentioned-in the stand_;;l_rds" were selected as follows:

Table 4.1. The selceted languhge skills an'd-*cdmmunication skills obtained from
Standards of English for.a tourist guide by The English Language Development Center
(ELDC) Thailand

Language skills Communication skills

Using spoken English
1. Use and respond to basic courtesy formulas, e'g.
greetings, leavestakingyintroductions

Understanding and using non-verbal
communication appropriate to
audience

2. Ask and respond to tourists’ questions or requests
3. Explain and describe information to todrists, e.g.
itineraries, daily-activities,\weather;: programs .

4. Present information about Thai history; culture (art,
music, food, drinks, fruits, festivals, sports, etc.

5. Initiate and carry on small talk

6. Speak with considerable fluency and

accuracy with emphasis on clear

pronunciation patterns

7. Adjust language for clarity and accuracy

1. Understand and use gestures, facial and
boedy language approptiate to tourists’
cultures, e.g. appropriate space to
maintain while standing, sitting near
tourists, level of eye contact, etc.

2. Use intonation, pitch, volume and tone
of voice appropriately

d) The documents including an inquiry into the current role of the English
language, language knowledge, and skills needed by a tourist guide, as well as the

tasks done at work have been covered in Chapters | and I1.
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1.2. Semi-structured interviews

Semi-structured interview is the second instrument used for obtaining the data
for needs analysis. The semi-structured interviews were done with tourist guides
working in Chiang Mai, English teachers who usually teach the existing “English for
Tourism 4” course and Chiang Mai University alumni who took the existing course.

1.2.1. Semi-structured interview with tourist guides working in Chiang Mai
The interviews with 5 tourist guides working in Chiang Mai were conducted. The

gathered information is presented in Tahle 4.2.

Table 4.2. Information from the intervieWé}vV[Lth tourist guides

Items 2 | n | %
A tourist guide’s main tasks at werk 1

Receiving tourists at a particular place. 1 5 100 %
Describing points of interesis/and/or local knowledge 5 100 %
Giving required information \ 5 100 %
Answering questions " . 5 100%
Seeing tourists off at a particular place ' _ ‘__ “ 5 100 %
Planning and creating a touf itinefary | 2 40 %
Necessary language skills a@fﬁwde need§ at work

Speaking y 5 100 %
Listening A [ v = 4 5 100 %
Reading FrTs - Al 3 60 %
Writing F s e ¥ /N 1 20%
The most needed skills for a todrlgt gmde Rrere f

Speaking — j“ d 5 100 %
Listening P 7 5 100 %
Reading ™ e i £ 0 0%
Writing - f 4 0 0%
The English Ianguage fg'jnctlons used by a tourist guide at work J|

Greeting - — 5 100 %
Introduction i) 5 100 %
Small talk 3 60 %
Describing points of interests afd/or other local knowledge 5 100 %
Giving information 5 100 %
Answering questions 5 100 %
Making and confirming appointments with tourists 5 100 %
Making a decent joke 2 40 %
Closing,the conversation 5 100 %
Tourists? interests towards Thai local wisdom and indigenous'knewledge

It depends on individual tourists 4 80 %
Thai local wisdom and indigenous knowledge are in the interests of many | 1 20%
tourists

A Thai tourist guide needs Thai local wisdom and indigenous knowledge 5 100 %
Communication skills used at work

Verbal communication 5 100%
Non-verbal communication 5 100%
Negotiation of meaning 2 40%
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Difficulties and problems regarding oral communication of a tourist guide at work

The ability to answer tourists’ detailed questions 5 100%
Understanding of non-native of English speaking tourists’ pronunciation or | 2 40 %
accent

Understanding of native of English speaking tourists’ pronunciation or accent 2 40%
Quialifications of a tourist guide in terms of language skills, communication skills and other
skills

Having effective speaking skill 5 100 %
Having effective listening skill 5 100 %
Having sufficient knowledge of points of interests and/or other local knowledge 5 100%
Having effective communication skills 4 80 %
Having group work skill 2 40%
Having cross-cultural awareness 2 40%
The world tourism trend

No idea 4 80%
Eco-tourism and culture tourism 1 20%
Tourists tour agencies in Chiang Mai receive

The tourists from the agencies-in-Bangkok or oversea-agencies with ready- | 5 100 %
made tour packages

The back pack-tourists with the tailor-made tour package 5 100 %
Effective ways used in Enaglish glassto help students to communicate with tourists effectively
Using English in class a lot more \ 5 100 %
Practicing listening a lot.more 4 80 %
Practicing listening to a varlety offaccents of Englfsh 4 80 %
Learning by doing - 5 100 %
Speaking English on the topics they like" "«, N 5 100 %
Speaking English without worrying about the cortect grammar 5 100 %
The inclusion of knowledge of the places and-the kpcxwledge of local traditions | 5 100 %
or local wisdom

Observing a tourist guide at work in reai s1tuat|onsf 5 100 %

¥
J| . .:,_.-.,.')3
- - -t

From table 4.2, all of the participants (100%) indicated that the tourist guide’s
tasks were receiving'-jhe tourist at a particular place, dés_gribing points of interests

and/or other local 'kﬁqwledge. Moreover, giving requjre*d information, answering
questions and seeing the tourists off at a particular place were the main tasks. 40%
indicated that a tourist guidesneeded to planfand create the tour itinerary.

In terms of .language skills, 100%- said that speaking and listening were
necessary for a tourist guide at work, 60% indicated reading,skill while 20%
mentioned writing skill. Regarding 'the most needed skill; all theyparticipants (100%)
indicated both speaking and listening skills.

When asked about English language functions used by a tourist guide in the
workplace, 100% indicated that greeting, introduction, describing points of interests
and/or other local knowledge, giving information, answering questions, and closing
the conversation were English language functions used by a tourist guide at work.

60% indicated small talk while 40% indicated making a nice joke.
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In terms of tourists’ interests of Thai local wisdom and indigenous
knowledge, 80% indicated that it depended on each tourist’s interest whereas 20%
indicated that many tourists were interested in Thai local wisdom and indigenous
knowledge. However, 100% said that a Thai tourist guide needed to have Thai local
wisdom and indigenous knowledge.

Regarding the communication skills used at work, 100% of the participants
indicated that verbal communication and non-verbal communication were necessary
skills while 40% said that negotiation of meaning was necessary for a tourist at work.

Interestingly, all the participants poiniedsout that using the language naturally
was the best for a tourist guide’s work. Boih verbal and non-verbal communication
features definitely occurred naturally when people talked. For those who indicated
negotiation of meaning, mest oi*them had a great e¢hance to interact with both native
and non-native speaking tourists:and said that a tourist guide needed to find the way
to understand the tourisis especially the  non-native speakers of English as their
accents were not easy to understand, and also many voecabulary and accents of the
native ones were often difficult to underéfand. Moreover, some tourists spoke softly

and too fast to catch up with. Accordingly, tlje"'-phrase like “Sorry” was often used.

When asked about the. difficulties and: problems regarding oral English
communication at work, 100% mentioned_»vfhgt_ they sometimes had difficulties or
problems in answering tourists’ questions which reguired detailed explanation,
40% indicated capturing non-native speaking tourists® prenunciation or accents, and
understanding of native of English speaking tourists’ pr@aunciation or accents.

Amongst those who .mentioned the difficulties or problems in capturing non-
native speaking tourists® aecents or pronunciation, they all pointed out that it was
difficult to understand those accents-as they had rarely listened to them and they did
not get used to~them. This " problem ;usually ‘inhibited thé "effectiveness of
communication. Moreover, they pointed out that they didn’t sometimes understand
native speaking tourists” accents when they spoke softly. They also said that the more
they experienced, the less the difficulty was.  The other surprising information
provided by those who mentioned the difficulties about answering the tourist’s deep
detailed questions was that many tourists often asked the “Why” questions, which

required the reasons behind certain practices such as “ Why aren’t women allowed to
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step into the Ubosot (Ordination hall), which is in the temple compound? ” or * Why
can’t a woman touch a monk and what happens when one does?”.

When asked about the qualifications of a tourist guide professional in
terms of language skills, communication skills and other skills, all the participants
(100%) indicated that a tourist guide needed to have effective speaking, listening
skills and had sufficient knowledge of points of interests and/or other local
knowledge while 80% mentioned that a tourist guide professional needed to have
effective communication skills. However, 40% of the participants indicated group
work skill and cross-cultural awareness.

For those who mentioned listening skills;four of them pointed out that apart
from listening skill regarding the ability to understand what a tourist was saying, a
tourist guide needed to knew or notice or become aware of the tourists’ needs, and
feeling during their preseataiions or'conversations. A tourist guide may even need to
change the topics or justify theirtalk to suit with the certain situation. A tourist guide
should not just only present what he has prepared and not pay any attention or listen
to the tourists. A good teurist guide needed to listen to tourists and be able to interpret
his/her tourists’ needs. Similarly, two par_ti(":-ipants who mentioned cross-cultural
awareness said that many Fhai tourist glj’ivdés‘ﬂ_were often considered rude for not
looking at the interlocutor’s eyes when talking With and using the words or sentences
showing intimacy to\tourists when they fikéf .met sugh as “Hi, Honey, are you
interested in joining. my cycling tour?”. Also, the tour agencies often got complaints
about their tourist guides for not keeping their distances and about their touching
when having a conversation with the tourists. For those who mentioned group work
skill, all pointed out 'that a tourist guide usually worked with staff such as tour leader,
other tourist guides, tour agency staff, the staff who was at the particular place where
tourists visited-and-aven with<the driver

When asked to express the idea about world tourism trend, 80% said that
they had no ideas about the topic while 20% of them mentioned the sustainable
growth of eco-tourism and culture tourism. Regarding the tourists tour agencies in
Chiang Mai receive, 100% said that many agencies received the tourists from the
agencies in Bangkok or oversea, agencies with the common practice tour package or
with optional choices such as Kan-Tok or particular local tradition, Lanna style

wedding ceremony. However, some agencies were said to receive the tourists from
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the agencies in Bangkok or oversea agencies with the common practice tour package
as well as welcoming the backpackers with the tailor-made tour packages.

When asked to suggest ways used in an English class to help students to
communicate with tourists effectively, all of them (100%) suggested having learners
use as much English in class as possible, learning by doing, speaking English on
what they want to speak, speaking English in unstressed situation without the
immediate and superfluous grammar correction, observing a tourist guide at work in
the real situations and the inclusion of knowledge of the places and local traditions
or wisdom. 80% of them suggested practicing listening a lot more and practicing

listening to a variety of accents of English.
2

1.2.2. Semi-structured-nterview with CMRU English teachers

To investigate the.engoing.Situation of the existing course in terms of teaching
methodology, content , activities materiz;ls, the assessment practice, interviews of two
CMRU English teacherss inerestingly SE&WS that the course content has been very
academic with the descriptive texis. Thg teaching methodology has been reading-
based. There have been some individual oral presentations but with a rote memory
focus. Moreover, the main tests welrle papéékgaised. It can be inferred from the results
of the interview with this group of teachers}-'thait the existing course practice fails to
equip tourism students with the demand f(;Egglish in the workplace. The gathered

information is presente_d in Table 4.3.

Table 4.3. Information from the interviews with the English teachers

Topics Items

n %
Needs analysis o NeedS survey 0 0%
Course content e Thai history 2 100%
e Attractions 2 100%
o Hill tribe 2 100%
o, Temples 2 100%
o Thai food 2 100%
e Thai festival 2 100%
Teaching materials | e Texts downloaded from the websites 2 100%
e Passages related to the content from the text 2 100%
books
Teaching method e Text translation 2 100%
e Teacher talk 2 100%
e Teacher’s explanation 2 100%
Learning activities | ¢ Reading texts and answering the following 2 100%
questions
¢ Role-play activities by a certain dialogue 2 100%
e Conducting a tour with the teacher as a tourist 2 100%
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e Individual work presentation on the topic based 2 100%
on the content mention earlier.
e Group work interactions or discussion 0 0%
e Conducting a tour with the teacher as a tourist. 2 100%
Course assessment ¢ Paper-based test for the midterm exam 2 100%
e Paper-based for the final exam 2 100%

It can be noticed that the information of the interviews of the two teachers absolutely
agreed with each other as they both usually teach this existing course for many years

and they usually work and plan the course together.

1.2.3. Semi-structured interview with . CMRU alumni
The interviews of four .CMRU alumni, mere interestingly, reveal similar results.
Undoubtedly, all alumni_made some Jsuggestions for the developed course. 100%
suggested adding morg«authentic language, activities that allowed them to use
English freely on any.iopics they felt like to without immediate error correction,
and more conversationsdn glass, 75% of them suggested more listening, listening
to different accents”including group v-xl}ork practice in real situations. It can be
inferred from the alumni’s'suggestions tﬁat they wanted to focus on speaking skill in
class. In terms of the tourist -gu‘ide’s maln tasks at work, all of them indicated
planning and describing atour itinerary. aHd~ t;pnducting a tour with the mirco-tasks
of receiving tourists at a particular place,_ﬁe_sc_ribing points of interests and/or local
knowledge, giving required ihformation, ahS\;Vering questions and  seeing tourists
off at a particular place. In terms of skills, most of them mentioned that speaking
and listening skills together with communication skills including verbal and non-
verbal communication were needed. 75% ef.them mentioned negotiation of meaning.
All of them usually: faced with the-difficulties to reply for tourists’ detailed questions
and understand-‘the tourists’ variety.of accents and pronunciation. When asked about
the good qualifications ‘of a-tourist guide; mast of'them indicated the qualification
of having good speaking and listening skills, communication skills, and the ability to
describe the tour sites while the majority of them mentioned having group work skill

and having cross-cultural awareness.
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Topics Items n %
Needs analysis | e Needs survey 0 0%
Course content | e Thai history 4 100%
e Legend 4 100%
e Attractions 4 100%
o Hill tribe 4 100%
e Temples 4 100%
* Thai food 4 | 100%
« Thai festival 4 | 100%
Teaching ¢ Texts downloaded from the wéb ites 4 100%
materials e Passages related to the conten frf):grthe text books 4 100%
Teaching e Text translation . 4 100%
method e Teacher talk 9 . 4 100%
e Teacher’s explanation | 4 100%
Learning e Reading texisan answerﬁng the following questions 4 100%
activities o Role-p&ﬂﬁﬁt itieshy; mégwonzmg a certain dialogue 4 100%
e Conducting a "'ur with the teacher as a tourist 4 100%
o Indivi presentatton on the topic based on the
content gaéntion garlier.— — 4 100%
¢ Groupworlginteractions-or-discussion 0 0%
e Conducting a tour with the fgacher as a tourist. 4 100%
Course o Paper-paseditest for the midterm exam 4 100%
assessment o Paper-bas the final exam 4 + 4 100%
Suggestions o More alﬂ'ﬁe e language ) 4 100%
e More conv. satloﬁs in class — 4 100%
o No immediate grammatical er!ors'{iorrectlon 4 100%
o Speaking English on onthelrfavapte topics 4 100%
e Practicing listeninga lot mofe ="~~~ 3 5%
. Llsl,'enlng to dlfferent accents f 8 75%
: - 3 75%
° Gr -
Items Targef language use, target language use task‘y'ékllls
problems and qualification of a good tourist gmde
A tourist guide’s main tasks at work -
* Receiving tourists at a particular place 4 100%
e Describing points ofiinterests;and/orlocalknowledgesa particular 4 100%
e Giving required information place 4 100%
« Seeing tourists off at a particular place Answering questions 4 100%
e Planning and creating a tour itinerary 4 100%
Necessary languageskillSia-tourist guide needsiat work
o Speaking 4 100%
e Listening 4 100%
¢ Reading 1 25%
e Writing 1 25%
The most needed skills for a tourist guide
o Speaking 4 100%
e Listening 4 100%
¢ Reading 0 0%
e Writing 0 0%
The English language functions used by a tourist guide at work
o Greeting 4 100%
e Introduction 4 100%
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e Small talk 4 100%
e Describing points of interests and/or other local knowledge 4 100%
e Giving information 4 100%
e Answering questions 4 100%
« Making and confirming appointments with tourists 4 100%
o Making a decent joke 1 250?
o Closing the conversation 4 100%
Tourists’ interests towards Thai local wisdom and indigenous knowledge
e |t depends on individual tourists 4 100%
e Thai local wisdom and indigenous knowledge are in the interests of many | 3 5%
tourists
e A Thai tourist guide needs Thai local wisdom and indigenous knowledge 4 100%
Communication skills used at work
o VVerbal communication 4 100%
o Non-verbal communication 4 100%
o Negotiation of meaning 2 3 75%
Difficulties and problems.regarding-oral communication of a tourist guide
at work ’
o The ability to answer tourists’ detailed questions 4 100%
* Understanding of non-native of English speaking tourists™ prenunciation or 4 100%
accent ey

e Understanding of native ofEngllsh speakmg tourlsts pronunciation or accent 4 100%
Qualifications of a tourist guide/in terms of Iéﬁg’l:lage skills, communication
skills and other skills i id
o Having effective speaking skill “b 44 2dy 4 4 100%
¢ Having effective listening skill 4 100%
* Having sufficient knowledge of pomts*of mterestszand/or other local knowledge 4 100%
« Having effective communication skills:< 2220 4 100%
« Having group work skill j’ 4 100%
e Having cross-cultural awareness - = - S = 3 5%

: F 3 75%
The world tourism trend =

X 4 100%

e Eco-tourism and culturé tourism $ )

Tables 4.3 and 4.44yield similar information regarding the existing course
practices. However,.in the suggestion part, the alumni’s suggestions deviated from the
course practicestindicating the needs,for more English speaking, listening to authentic

language andfocus-on meaning ratherthan form.
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Table 4.5: Summary of information from needs analysis obtained from the semi-

structured interviews

Information from tourist

guides

Information from

English teachers

Information from CMRU alumni

Required task:
1. Conducting a tour

e Receiving the tourist at a
particular place,

e Describing points of
interests and/or other local
knowledge.

e Giving required
information

e Answering questions

e Seeing the tourists off ata
particular place were the
main tasks.

2. Launching a tour package

Planning and creating.the
tour itinerary.
e  Tour package presentation

e No needs

analysis

e Very academic

content with
descriptive
texts

e Reading-based

and text
translation
teaching
methodology.

o Some~

individual oral
presentations

but wittg arote
memory focus

o' fPaper-based

fests— — "

=
3. Entertaining tourists \ &
4. Helping tourists in all JJ
aspects they need =

No needs analysis

Very academic content with
descriptive texts

Reading-based teaching methodology
Teacher talk with text translation
Some individual oral presentations
but with a rote memory focus
Paper-based tests

The most used language skills:
e Speaking

e Listening

e Reading (60%)

e Writing (20%)

The most used language skills:

Speaking
Listening

L anguage functions used:

Language functions used:
e Greeting, -
e Introduction,

e Describing points of-_
interests and/or other local
knowledge,

Giving information,
Answering ‘questions,
Closing the conversation
Small talk.(60%)

Making a nice joke (40%).

Greeting,

Introduction,

Describing points of interests and/or
other local knowledge,
Giving.information,

Answering guestions,

Closing the*conversation

Communication skills used at

work:

e Verbal communication

e Non-verbal communication

e Negotiation of
meaning(40%)

Communication skills'tsed at work:

Verbal communication
Non-verbal communication

Negotiation of meaning(40%)-
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Difficulties and problems

regarding oral communication

of a tourist guide at work:

e The ability to answer
tourists’ detailed questions

e Understanding of native of
English speaking tourists’
pronunciation or accents

e Understanding of non-
native of English speaking
tourists’ pronunciation or
accents

Difficulties and problems regarding

oral communication of a tourist guide

at work:

e The ability to answer tourists’
detailed questions

e Understanding of non-native of
English speaking tourists’
pronunciation or accents

e Understanding of non-native of
English speaking tourists’
pronunciation or accents

e Unexpected questions

Effective ways used in English
class to help students to
communicate with tourists

effectively:
e Using English in class a lot J
more

e Learning by doing

e Speaking English on the
topics they like \

e Practicing listening to'a _
variety of accents of LR
English(80%)

e Practicing listeninga lot
more (80%)

Suggestions

Adding more authentic language,

e Activities that allow them to use
English freely on any topics they feel
like to without immediate error
correction,

e  More conversations in class.

e Practicing listening a lot more (75%)

e More listening to different accents
75% including group work practice
in real situations (75%)

e  Speaking English on their favorite
topics

Specify. imbofrtant fi:ﬁdings from needs analysis

Main tasks associated with English Ianguage use; ,‘
required by a tourist guide at work:
e Conducting a tour and Iaunchmg atour package
Language skills and functlons :

e Greeting |ntroduct|‘oo,+ieseﬂb+ngﬁeiﬂt&oﬂnterests -
and/or other local knowledge, giving information,

answering questions, and closmg the conversation
small talk
Communication skills used at work:

e Verbal communitation
e Non-verbal communication
e Negotiation 6fimeaning

The existing course practice

e No needs analysis

| & Traditional ways of teaching that fail to

cater the demand for English in the
work-place)

e Academic content

o Individual focus

o Reading and text translation-based
instruction

o~Paper-hased.evaluation

Suggestions for course development

English in real situation practices

Moreg English speaking and listening in class
A variety of accents of English exposure
English use on learners’ topics of interest

Suggestions for course development

e | Authentic language-exposure,

e Activities with English use on
learners’ favorite topics they feel like
to without immediate error correction,

e More conversations in class.

e  More listening to different accents

e  More group work practice in real
situations

Note: The symbol *--------- = Not included in the interview.
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Table 4.6: Summary of information from needs analysis obtained from the semi-
structured interviews and documentary study

Semi-structured interviews

Items Docgzlzntary Tourist | English | Alumni
y guides | teachers
Target task
1. Conducting a tour X X | e X
e Receiving the tourist at a particular place, X X | e X
e Describing points of interests and/or other | X X | X
local knowledge
e  Giving required information X S X
e Answering questions 2 X X
e Seeing the tourists off at a particular place X X e X
were the main tasks.
2. Launching a tour package J X X o X
e Planning and creating the tour.itinerary. ;( § """""" §
e  Tour package presentation X N %
3. Entertaining tourists X N X
4. Helping tourists in all aspects they need i
The most used language skills
e Speaking . L X X | e X
e Listening — < X | e X
* 4 IIII ¥
Language functions used: "'
o Greeting, ’X y X | e X
. Introduction, X O X
e Smalltalk X S X
. Describing points of intefests and/or Al S X
other local knowledge, e ——a
o Giving information, Y e oS B S
. Answering questions, - S P S X
. Closing the conyersation X 2 B B X
. Making a nice joke = _X """""" X
Communication skills used at work: !
e Verbal communication X X | e X
e Non-verbal communicatiofi X X | e X
® Negotiation/'of meaning K NS | X
e Thai local wisdom and indigenous X ) G [ X
knowledge
e English as a lingue! franca S B SRR T (R —
Suggestians for course development
e English in real situation practices =~ | -=-=------- X ] e X
e Authentic language exposure, | = X | e X
e Activities with English use on learners” | ----====--- X | e X
favorite topics they feel like to without
immediate error correction,
e More English speaking and listening in
cass | X | s X
e  More listening to different accents
e More group work practice in real situations | § §
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Semi-structured interviews

Items Docgmentary Tourist | English | Alumni
tudy .
guides | teachers
The existing course practice

e Noneeds analysis | memmmmemeem | e X X
o Very academic content with descriptive texts | ----------= | ===m-- X X
e Reading-based and text translation teaching | ---------—- | -~ X X

methodology
e Some individual oral presentations but witha | ========== | === X X

rote memory focus
e Paper-basedtests | 7T TR X X

Specify important findings from needs analysis

Target task The most Language Communication | Suggestions for

1.Conducting a tour used functions skills used at course

e Receiving the tourist | language/ used: work: development
at a particular place, | skills: o Greeting, e \Verbal e English in real

o Describing points of e Introduction communication situation practices
interests and/or other | #"Speaking ! e Small talk s Non-verbal e Authentic
local knowledge o_lsistening e/ Describing communication language

e Giving required o Englishias poilnts of ® Negotiation of exposure,
information a lingua interests meaning o Activities with

o Answering questions franca ¢ and/or other English use on

e Seeing the tourists _local, learners’ favorite
off at a particular | (knowledge topics they feel
place were the main o/Giving like to without
tasks. information immediate error

2.Launching a tour ' & Answering correction,
package questions e More English

e Planning and e Closing the, speaking and
creating the tour &= conve@idﬁ listening in class
itinerary. [-e Thai local o More listening to

e Tour package wisdomand ! different accents
presentation indigenous ® More group work

3.Entertaining knowiedge = practice in real

tourists 4 - situations

4. Helping tourists in

all aspects they need = -

Note: The symbol *--------- > = Not included

4.2.2. Related'literature review

This study aims to develop the English for Tourist Guides course to enhance

Thai undefgraduatey’ .oral- English) cormdnicationjability’ to‘prepare them for careers
in the haspitality sectors. Therefore, related literature ‘coricerning effective teaching
methodology of task-based approach, language acquisition and input, interaction and
output hypothesis was relevant to the study. The related literature review has been
covered in Chapter | and I1.

4.2.3. Analysis of the needs assessment and the related literature review

All the information from the 2 sources from needs analysis was analyzed and

synthesized to obtain the relevant needed information for developing the course.

They are as follows:
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1. Atourist guide’s tasks associated with English language use at work
From the analysis of both documentarty study and the semi-structured interviews with
five tourist guides, it was found that the two sources agree that a tourist guide’s
tasks associated with English language use at work are mainly as follows:

1.1. Leading a tour

a)  Receiving tourists at a particular place

b) Giving information, describing points of interest or other local knowledge

c) Answering tourists’ questions

d)  Seeing the tourists off at a particular place

1.2. Creating and describing a tour plan.and itinerary

e) Creating a tour plan and itinerary

f)  Describing a touritinerary.

Accordingly, thesreal-world tasks selected  for the developed course were
planning and creating atour/dtinerary, arioll(conducting a tour. For the course content,
the English language fun€tions / requirediby a tourist guide at work were greeting,
introduction, small talks, describing points of.interest and/or local knowledge, giving
information, answering questions, and closing the conversation. The aforementioned

tasks and the English language functions we'fe then used as the course content.

Due to the current popularity of ecoto'h'r'iS‘m, as.discovered from the review and
from the semi-structuted-interviews; tocal-wisdom-and indigenous knowledge were
included in the part on listening inputs. In addition, in the part of the pedagogical
tasks and real-world tasks, learners were encouraged to include or select local
wisdom and indigenous! knewledge | in/their work: lInclusion=of local wisdom and
indigenous knowledge also fits one of CMRU policies, which is to preserve, enhance,

maintain, and.promaote students’ awareness of That culture — especially,local culture.

2. tLanguage skills and communication skills

The existing course description indicates the aims of developing learners’ four
language skills. However, listening and speaking skills were found from the needs
analysis and related studies as the core and most needed skills for a tourist guide at
work and for oral communication. In addition, language skills, communication skills

such as verbal and non-verbal communication and negotiation of meaning were
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found to be crucial for a tourist guide to enhance his or her oral communication

especially among non-native speakers.

3. English as a lingua franca

English used as a lingua franca (ELF) is by far the most common form of English in
the world today (Jenkins, 2003; Graddol, 2006; El-Sharkawy, 2007). The outstanding
role of English as a lingua franca has been evidently supported by the report of
tourism trends. It has been found that 85 percent of all business including tourism is
done between non-English speaking countries (Graddol , 2006). Moreover, it has been
found that over 50 percent of the tourists thai"Thal tourist guides interacted with were
non-native English speakers (Tourism Authortty of Thailand, 2005). As a result of the
widespread use of English; a variciy called “World Englishes” inevitably comes with
local linguistic and culturalsinfluences \affecting the way in which such English is
spoken in its L2 locatiens in‘tesms of accents, structures, lexis, pragmatic features etc.
(Jenkins, 2003). 9

The significant rolé of'English as a lingua franca; together with the needs for
listening, speaking, and eommunication ékiI'Is to be the focus, lends itself to an
integration of authentic English fistening mputs with a variety of accents associated
with the relevant language functions and fésks as teaching materials for this
developed course. The aim was to bettéf "p?épare thesstudents to cope with the
difficulty of understanding non-native English Speaking tourists’ pronunciation or
accents. It was hoped that those visual and listening inputs downloaded from the
internet websites would activate participants’ recognitions of the easily self-accessible
resources availablé: Those’inputs, it was hoped, would encaurage the students to self-
access more extensive details of any information they need, all of which cannot be
covereds by the-study. In.terms  ofsteaching and.evaluation, the English language used
in the course focused on intelligibility” rather “than' native targets of grammar,

pronunciation, and syntax.

4. Task-based language learning
Regarding teaching methodology and learning activities, task-based language learning
with the key features of meaning primacy, target language use, real-world related
tasks as the main means in learning, authenticity of exposure and group work

operation, were found to be relevant for this study.
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The key features of the task-based language approach are relevant to
communicative competence. The key feature of meaning primacy of task-based
language learning fits with the language knowledge of communicative competence,
which emphasizes meaning fulfillment of the language. The key features of
authenticity and tasks as the main means for learning fit with pragmatic knowledge.
The key feature of group work interaction using the target language to carry out the
tasks fits with the strategic competence which requires learners to make use of verbal
and non-verbal communication in getting the job done. In addition, the key features
of the task-based language approach serve the significance of subconscious
acquisition, input, interaction, and output hypoihesis, which are believed to enhance
language acquisition (Long, 1996; Krashen, 1994; Willis, 1996; Skehan, 1996; Swain,
1985, cited in Nunan, 1999):

The key features/of the task-based language approach also fulfill the needs and
lack of the Chiang Mai.Rajabhat University alumni. They mentioned a great need for
increased English speaking fin class conveying the message in stress-free situations
with no immediate error €orfection (meaning primacy). They also mentioned the
need for more listening practice including awariety of accents of English, more real
life language use (authenticity of exposdre')‘:*' and group work practice in real
situations (Group work doing tasks). The aforementioned features were identical to
those identified in the-needs analysis from.the interviews with tourist guides working
in Chiang Mai regarding the issue of the effective ways 1o be adopted in the English
class to help students to communicate with tourists™ effectively. Moreover, the
effectiveness ofstask-based-language Jdearning towards, oral .English communication
ability may help “fulfill one" of “Chiang*“Mai" Rajabhat ' University’s policies of

promoting its students’ English language proficieney.

The task-based language learning approach as adopted in this study

The task-based language learning approach as adopted in this study consists of 5 key
features, namely, 1) meaning primacy, 2) authenticity of exposure, 3) target language
use, 4) real-world related tasks, and 5) group work operation. The details are outlined

below.
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1) Meaning primacy refers to whatever language form students want to use to
convey their message to carry out the tasks. There was no error correction during their

interactions.

2) Authenticity of exposure in this study covers substantial authentic listening
inputs (samples of VDO clips and audio CDs with situations containing relevant
language knowledge and communication skills for tourist guides), reading inputs
(samples of authentic Chiang Mai tour itinerary, samples of descriptive brochures of
places of interest) and inputs of their interactions of what they want to say or hear in
the classroom. (Long, 1996; Krashen, 1994).

3) Target language use means the eonditions under which the students needed to
use English to carry=out theiasks. They interacted with peers and teachers in
English, making use of'theurown existing knowledge resources including verbal and

non-verbal language.

4) Real-world relateditasks and real-world tasks inthis study were focused as a
means  for learning. /Real World-relafed tasks covered role-play simulations,
interacting and discussingn class using EnQ'liéh to accomplish the assigned tasks, and
presenting their work to the whele class. Vli’_éaljn-.vvorld tasks covered launching a tour

package and conducting a short tour outside class in a real situation.

5) Group work eperation was focused i-n this study. Students worked in groups

or in pairs while carrying out the tasks.

4.2.4. Mapping of the results of the findings of the related literature and
the needs analysis; tofind course:components
The results, of needs analysistand the related literature were mapped to obtain

the components.to be incorporated into the developed.course as shown in table 4.7.
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Table 4.7: The course components drawn from mapping results of the findings
of the related literature and the needs analysis

The English for Tourist guides course using a task-based approach

The course content (From needs analysis)

Task content:
Launching a tour package and conducting a tour

Language content:

Language skKills:

Greeting, introduction, small talk, describing points of interest and/or local knowledge, giving
information, answering questions, leave-taking

Communication skills:

Verbal and non-verbal communication and negotiation of.meaning

Teaching and learning activities (From needs analysis/ literature review)

Target language use
-English as a lingua franca

-

Materials: .

- Authentic English Ilstenlnglnputs based on the‘course content with a variety of accents associated
with the selected languageffunctions and tasks

- Some authentic reading inputs with tour plans abvd itineraries

."J

Learning activities ' rhdy 4

Task-based language learning with pre task taskwc-)(cle and language focus with pair work or group
work Al
Language skills: P i _
Speaking and listening as the core skllls— —

Tasks applied Y

2 pedagogical tasks = = -7

Task 1: A tourist guide. and social exchanges, language, and commum;catlon skills: Thai Cooking

Task 2: A tourist guide and social exchanges, language and communication skills (Revision):

Tourist attractions and local knowledge 1
*Information-gap tasks and role-playing simulations

2 real-world tasks

Launching a tour-package and ‘Conducting a tour

Evaluation practice (From literature review/needs analysis)
-Criterion-reference based test
-Performanee-based/rele-playing simdlation
-Intelligibility‘focus ratherithan native targets

All the ingredients illustrated above were used to develop the course that met the

needs.
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4.3. Course development
4.3.1. Exploring theoretical frameworks for the course development

In order to develop the specific framework for the course, several related theoretical
frameworks were explored. They were the process of needs assessment by Graves
(2000), course development by Yalden (1983), language acquisition, input,
interaction and output hypothesis, task-based approach, and the social constructivism
scaffolding by (Vygotsky 1987). The process of needs assessment by Graves (2000)
provided the idea for conducting the process of needs analysis. The other theories
were chosen to be the groundwork for courSe:development, course design, content
and materials selection , instructional process,.and evaluation. Figure 4.1 illustrates
the theoretical frameworks that Were used.

Figure 4.1: The theorguical frameworks for the English Tourist Guides course
development '

V o Identifying the target groups
flocg ssssheny g Identifying target lan
by Graves ——> cenitying farg guage use
situations
ooy Identifying target language use
a Negds-analysis/ | & 1asks
Related literature -« [ . .
rdliew 1/ Ident!fy!ng En_gllsh use
il Identifying skills
Course — L’
g:slijgze ) development by, (475 Determining the goals
Yaldén (1983) A Selecting the syllabus type
Writing the proto syllabus
input, hypothesis | Selecting real-world tasks/
= pedagogical task
Output Writing the pedagogical syllabus
. hypothesis
;Z?i?:lgg/ Determining teaching
Interaction ‘ methodology
hypothesis Determining class activities
Language Determining the,course content
acquisition ‘ DPetermining-the course
materials/lesson plan
Social
constructivism Designing instructional process
scaffolding by =
(Vygotsky 1987) Designing the course assessment
ﬁ -Performance-based/role-
Task-based playing simulation
approach -Intelligibility focus rather than
native targets
- A direct performance-
referenced test
Assessment - Before , during and after the
implementation/formative and
the siuimmative test
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4.3.2. Course development
The English Tourist Guides course was developed based on the needs analysis, and
related literature. Steps taken in developing this course were as follows:
Step 1. Determining the goals and objectives of the course
Step 2. Selecting the syllabus type
Step 3. Writing a proto syllabus: Establish target language use, situations in use and
target language tasks, select and sequence tasks from real-world /target tasks, and
consider pedagogical tasks and real-world tasks.
Step 4. Writing the pedagogical syllabus for'the students of Tourism Program: designing

the course and writing lesson plans for course implementation (Yalden, 1987)

Each step was performed was-as follows:

Step 1. Determining the<€ourse goals
The goals of the developed<course were derived from the results of the needs
analysis. The goals of ihe gourse focused on learners’ ability to use the specific
appropriate language knowledge, Ianguage skills, and communication skills required
by a tourist guide at work. v

The English Tourist Guides course._vgmqéls

1. To enhance students” ability-to give information about spots of interest and/or
local knowledge, ¥

2. To enhance students” ability to express common Aecessary language skills
and communicationskills,

3. To enhance students’ ability to plan, create, and present some easy tour
itineraries,

4. To enhance.students’ ability to conduct a short tour outside of class.

Step 2. Selecting the syllabus type
Regarding teaching methodolegysand learning activities, task-based language learning
was applied in this study.

Step 3. Writing the proto syllabus

1. Establish target language use, situations in use and target language tasks
Due to the increase of non-native English-speaking tourists and the communication
between non-native speakers using English as a lingua franca, English was used for
the target language use in this study. As a result, the English language used in the

course teaching and evaluation focused on intelligibility rather than native targets of
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grammar, pronunciation, syntax. In addition, listening and speaking skills and
communication skills — verbal and non-verbal communication and negotiation of
meaning — were focused in this study. In terms of target language use situations,
greetings, introductions, small talk, describing points of interests and/or local
knowledge, giving information, answering questions, and closing the conversation
were included. For the target language use tasks, leading a tour and creating and

describing a tour plan and itinerary were the main target language tasks.

2. Select and sequence tasks from real-world /target tasks
The tasks derived from the needs analySis were mainly two: 1) creating and
describing a tour plan and-tour itinerary, and ..2) leading a tour. Creating and
describing a tour plan and.teur itinerary was the first sequence while leading a tour

was the second due to thescomplexity, and cognitive demand of the tasks.

Consider pedagegical tasks and real world tasks for designing course.

Tasks used in this study 9
Tasks used in this study were selected from ‘the target real-world tasks obtained from
the needs analysis. Two pedagogicaltasks and two real-world tasks were selected.

Pedagogical tasks were included with.the reasons of scaffolding and preparing
participants with the language kinowledge aﬁdié‘kills and crucial communication skills
so that the participants may be able to make use them in their real-world task
performances. According.to-Nunan (1988), task-based sytlabus design should address
some degree of contextual support provided to learners including the complexity of
the language that learriers are required to process and produce. Pedagogical tasks were
selected and sequenced,; yielding ~information-gap ;tasks-and.pedagogical role-play
simulations which dre believed to promote ‘negotiation of meaning and task outcome.
Moreover, real-world simulation ‘tasks were #provided for them to experience
experimenting with their existing knowledge as well as with knowledge and skills

they had been taught during the pedagogical tasks.

1. Pedagogical tasks
Pedagogical tasks consisted of two micro tasks aiming to equip participants with
language skills and communication skills with needed functions and tasks required by
a tourist guide including the knowledge of social exchanges of English for tourist

guides. Micro task one was about Thai cooking (Role-play simulation). Micro task
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two was about spots of interest or local knowledge: local tourist spots, local festivals

or traditions, and indigenous knowledge (Role-play simulation).

2. Real-world tasks
Real-world tasks were applied when the participants had been equipped with
language skills and communication skills that they could make use of when carrying
out the real-world tasks. Real-world tasks consisted of launching a tour package and

conducting a short tour.

Task I: Launching a tour package.. Warking in group launching a tour package,
participants needed to decide on the type of.four they were interested in, and then do
the survey. The survey consisted of interviewing at least 5 tourists to find out what
they would like to see and"do in-Chiang Mai. Participants then gathered the necessary
information for designing and presenting a tour package.

Task 11: Conducting.atour. /For/conducting a tour, each group interviewed at least
5 tourists travelling to.Chiang Mai abou't( their perceptions of what a good tourist
guide is and presented the findings to the whole class. Then each group was assigned
to do a tour plan, including getting their-own tourists, taking them to the sites, and
conducting the tour. After that each-member.of the group was requested to act as a
tourist guide using English ina real situafioh"';"Outside of class. Recordings of their
work were also requested for their work presentation in class. Finally, participants

presented their work.

Step 4. Writing the pedagogical syllabus: designing the course and writing

lesson plans for course implementation.
1. Design the course
The course components

1:1.,Goursecontent(\What, to learn)

The course content of the developed course  included the-task'content of launching a
tour package and conducting a tour outside class and English language skills and
communication skills required by a tourist guide at work.

Language skills included greetings, introductions, small talk, describing points
of interest and/or local knowledge, local wisdom and indigenous knowledge, giving
information, answering questions, and closing the conversation.

Communication skills included verbal and non-verbal communication and

negotiation of meaning.
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1.2. Teaching and learning activities

a) Course materials
For course materials, authentic English listening inputs with a variety of accents
associated with the relevant selected language functions and tasks were focused on.
However, some reading inputs with tour plans and itineraries were included to be

exemplary ideas or scaffolding models for participants while carrying out the tasks.

b) Teaching methodology (How to learn)
Regarding teaching methodology and learning activities, task-based language learning
was adapted from several task-based advoeates and applied covering 3 stages of

teaching in this study as follows:

Table 4.8: Task-based lessonframewaork proposed in this study

Pre-task stage Phage L '
To prepare students to o /Introduction to-topic and task including activities which help
perform the task, prepare them with language and skills they make use of in the next
objectively facilitating phase including activities raising learners’ consciousness about the
language acquisition specific-features of the task. performance
( Ellis, 2003) e Perform a task which is similar to the main task, or they may
only observe a model of how the task can be performed
Phase 2. '

e The nexti‘phase is. the actual task phase. This phase concerns
options:related to how, the task can be carried out and can be
priorto-the actual perf;‘)rmance of the task.

Task-cycle e Task o i
Willis (1999) e Planning
o Task performance (EIlis)
e Report
Language focus Attention to problematic forms/ Analysis of problematic linguistic
( Ellis, features

2003)(Willis, 1999)

¢) Instructional process
For instructional|pfdcess, the mixture 'of task-based language learing frameworks for
task-based lessons of Ellis (2003), Nunan (2004) and Willis (1996) were adapted and
applied in this study. The framework for task-based lessons covered pre-task, task
cycle, and language focus. The pre-task stage provided a model(s) for participants
to observe the specific language and/or communication skill features of the target
task performance required for a tourist guide at work. Participants were
encouraged to observe and notice these language features in the models which

would be beneficial for them during the task cycle stage. For the task cycle stage,
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participants were required to do the task — role-play simulation in small groups.
Next, participants prepared to report to the whole class. Then they presented their
work to the class orally. For the last stage, language focus, participants examined
and discussed the problematic linguistic features of the presented models or
recordings of their works. Due to the nature of the task-based approach, students
were required to work together to complete the assigned tasks. Pair work, group
work, and/oral presentation were included during the process of teaching and

learning.

1.3. Student evaluation
For the assessment plan, the direct performance-referenced test was applied because
this kind of test aimed to assess learners’ language performances and it concentrated
more on knowledge reguiringstest takers to demonstrate an ability to use the target
language. The assessment reguired test takers to perform a task simulation that they
would have to performgin a real-life situation. as tourist guides. The oral English
communication ability of the Jearning participants was assessed using a direct
performance-referenced test. The test tasks were those that they would have to

perform in a real-life situation as tourist guides.

2. Writing lesson plans fer the course i'r“nplementation.

The modules and lesson plans-were written accordingly. There were two modules.
Module one concerned essential language skills and communication skills for a tourist
guide with Thai cooking and tourist attractions and lécal knowledge (Pedagogical
tasks) while module two focused on the practicum providing participants with real-
world experiences,, Module, one, cansisted-of.two.lessan.plans. The first lesson plan
comprised pedagogical-task 1, working' on Thai~cooking. The second lesson plan
incorporated pedagogical task 2,“working onsslocal spots of.interest and local
knowledge. Module two | consisted of.iwo lessen plans. The first came with real-
world task 1 providing participants’ with an opportunity to launch a tour package
creating and presenting a tour itinerary. The second came with real-world task 2,
providing participants with an opportunity to conduct a tour acting as tourist guides
in the real situation. Simply put, this study offered two modules with two pedagogical
tasks and two real-world tasks with four lesson plans. (See appendix N for further
details.). Table 4.9 below illustrates the over view of the English Tourist Guides

course, using a task-based approach.



139

Table 4.9: Overview of the English Tourist Guides course using a task-based approach
Modulel: Essential language skills and communication skills for a tourist guide

Sample lesson plan: Pedagogical task 1: A tourist guide and social exchanges; informatien presentation, language and communication skills: Thai Cooking
Sample lesson plan: Pedagogical task 2: A tourist guide and social exchanges;information presentation, language and communication skills (Revision): Tourist attractions
and/or local knowledge

Performance objectives of pedagogical task 1: \

1. Students will be able to identify and use the social exchanges suchs@s greeting, intreduction, small talk'and leave-taking.
2. Students will be able to identify and use communication skills stich as verbal-nonverbal communication skills, backchannels and negotiation of meaning.
3. Students will be able to do the role-play simulation as tourisiQuides using Ianguage‘ékllls and communications skills demonstrating how to cook a Thai dish

Performance objectives of pedagogical task 2: ! ;,

1. Students will be able to obtain and orally give the required information as well as- express their opinions of what they like and dislike about each tour
presentation in the presented VDO clips.

2. Students will be able to do the role-play simulation as tourist guides using Ianguage s{qﬂs and communications skills receiving a tour group at a particular place and
taking the tour group to the tourist sites.

3. Students will be able to present the local knowledge, local life, local tradition, or local tourfst attractions via PowerPoint presentation or other better preferred method.

Course content Teachlng and-tearning ECUVltles Student evaluation
Content: task Activities /Teacher’s activities Learners actlvrtles Materials Evaluation/Remarks
/language content T -
Language Pre-task . [ - Learners observe the inputs, the | - Supplementary sheets about
content: 1. Introduction of the topic of social < clips mediating with the inputs +necessary social exchanges needed | - Scripts are given to
1. Social exchanges and communication skills | ©  (Authentic exposure with /examples of communication skills each learner.
exchanges and needed by a tourist guide. meaningful inputs/ self-mediation (negotiation of meaning and
communication | 2. Exposure of English audio CD, audio- with inputs). backchannels) - All the clips are
skills needed by visual clip model containing needed -1 {Learners'identify the required -A set of three short audio-visual given to each
a tourist guide. language and communication skills/ language, features (Whole class/ clips of conversations containing learners after class
Thai cooking/ tourist guides individual activities). the features of social exchanges for more access if
2. Thai cooking describing places of interest, local and communication skills needed they want to.
life and local wisdom - «=9Learners work infgroup of five by a talristglide.
3. Places of 3. Activities activating learners? doing thednformation-gap tasks. | |/ - Four different clips of Thai cooking | - Some related
interest/ local consciousness about thetrequired with scripts websites are
wisdom language ( Learners as language users) -Supplementary sheets about Thai offered to students

6ET
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4. Information-gap task sheets on the cooking. for more access.
topic of “What’s my favorite dish?” / - Audio CD of English conversation
“ Umbrella making” of tourist guides and a tour group
with scripts
. 4 - A set of 5 audio-visual clips of a
tourist guide at work
‘ - Task sheets: Information-gap task
P 1 sheet
/ - Learners’ interactions
V =% 4 - The related internet websites
Task-cycle /kﬁners act astanguage users
Task content: sing English to-carry out the tasks
Role-play 1. The role-play simulation task as f“ _ A % - Task sheet 2: Planning guideline *Self evaluation
simulation task. tourist guides demonstrating how to 4 Learners work in group selecting task sheet *Peer evaluation
cook a Thai dish at a Thai cooking what they want to Mmonstrate - Learners’ interactions *Presentation
school of their own. J 'sharing respon5|b|lmes planning | - Evaluation sheet evaluation by teacher
who is doing what' s to carry Remark: the sign
2. The role-play simulations as tourist out the-tasks. 2 * refers to

guides leading a tour group,
starting from receiving tourists
from the airport to the place of
interest/local festivals or :
traditions/visit the local life/visit
local wisdom or other interesting
things of their interest

L=

- Each’ group completes-ar'l;ask
sheet with plannmg?urdelme and
then handin a copy to
teacher.

I.r  Learners do the role-play

simulations.

T~ Learners evaluate their own and

their peers’ role-play simulations.

(V.

.L%.

assessment part

*Mid-term
examination: A
direct performance-
referenced test/ role-
play simulation as a
tourist guide
conducting a tour

Language focus
1. Clarification or discussion of the

problematic language or linguistic
features.

- Learners ask questions on the
problemati¢ language or
linguistic features:

- Audio-visual inputs/recordings of
learners®presentation

orT
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Module2: Practicum
Sample lesson plan: Real-world task 1/ 2: Launching a tour package / Conducting tour outside class

141

Main performance objectives of real-world task1:
1. Students will be able to conduct a mini-interview with some tourists travelling to Chlang Mali for information needed for tour launching.
2. Students will be able to plan and launch the reasonable tour package wiih an‘itinerary
3. Students will be able to do the role-play simulations presenting the tourpackage to the tourists in front of the class.

Main performance objectives of real-world task 2:

1. Students will be able to interview some tourist travelling to Chlang Mai forthe inf
front of the class.

2. Students will be able to plan and conduct a tour outside class in Ihe real sntuatlon

i
)

&rmation needed for conducting a tour and present the result of the interview in

Course content

Student evaluation

Content: task /
language

Activities /Teacher’s activities

Teaching and Iearni%activities

sLearners’ activities

d <

Materials

Evaluation/Remarks

Launching a tour
package /
Conducting tour
outside class

Language content

Task-cycle

1. Interview with tourists travelling in
Chiang Mai for the information of what
they want to do and see in Chiang Mai /
their perceptions on being a good
tourist guide

2. Launching a tour package —

-
3. Conducting a tour outside class

Language focus
2. Clarification or discussion of the

problematic language or linguistic features.

Learners.act'as language users using

| English te carry out the tasks

- Learne‘rs work in O'up planning for the

mterwew “1ob. L _Jj

- Learnefsdo the interview job outside class

- Learners plan for the task.

- Learners launch a tour package.. /

=L earners.conduct atouroutside<ciass .

- Learners plan and prepare to report their
work.

- Learners present the tour package to the
whole class.

£l _earners report their experiences to the
whole class.

-ULearners.ask questionsion.the problematic
language or linguistic features.

-Learners’ interactions

-Task sheet 1

-Recordings

- Authentic tour
itineraries

(‘as examples)

-PowerPoint

presentation or any

better methods

- Evaluation sheet

- recordings of
learners’ presentation

[ work

*Self evaluation
*Peer evaluation( Real-
world task 1)

*Presentation
evaluation by teacher
Remark: the sign *
refers to assessment
part

*Final examination
A direct performance-
referenced test/ role-
play simulation as a
tourist guide
conducting a tour

4’
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Table 4.10: List of resources used as references

http://www.metacafe.com/watch
www.thairecipe.com

http://www.thaifoodtonight.com/thaifoodtonight /index.htm

http://www.thaifoodcast.com
www.thaipods.com
www.youtube.com
www.openchiangmai.com

http://templeofthai.com
Jones, L. 2002. Let’s talk 2.Cambridge: Cambricge University Press.

4.4. Course verification

The English Tourist Guides*course was developed based on the combination of the
information from needs analysis,’, and the related literature. The task-based approach
was used as teaching methodelogy. 10 order to ensure that the course was effective
and met the needs, the developed _,coursequlidation was performed in the following

Y
ways

4.4.1. Experts’ validation <1

The course modules and lesson/plans together W.ith course materials were validated by
a panel of three experts. The content Tvgallldlty measured by Item-Objective
Congruence (I0C) Index was 0.86, which was very high.-One expert suggested the
careful proofreading:and some Improvements in the areas of class activities. The
explicit teaching of werbal, non-verbal communicatien and communication skills
should not take a whole“session of teaching.”In addition, the activities of identifying
verbal, non-verbal .communication and communication skills should be better done
shortly by the whole class. Moreover, the interactions of learners in class should focus
on the actual tasks rather than comparing their answers of-the identifications of skills.

The adjustment was done according to the expert’s comments and suggestions.

4.4.2. Pilot study
The pilot study was done with a group of students with similar characteristics for
four weeks prior to the main study.

One module with two lesson plans of pedagogical tasks was piloted for a
whole month with 30 Tourism students. The topic of the module was essential

language skills and communication skills for a tourist guide focusing on Thai
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cooking, tourist attractions and local knowledge. In this module, in the pre-task
stage, the participants were exposed to the needed language features through
handouts containing those features and audio-visual clips, observing and identifying
those features. Next, they did the information gap-tasks using their own language to
complete the task. At the task-cycle stage, the participants planned for the simulation
tasks, interacting, discussing ideas and sharing group responsibilities to carry out the
tasks. Finally, they carried out the tasks. At the language-focus stage, the problematic

language features found in the inputs were discussed and explained.

The pilot study was conducted on a3<hour-a-week basis in January, 2010 at
Chiang Mai Rajabhat University. At the end-of-the pilot study, the participants were
required to complete a sei-of Student engagement guestionnaires. In its full form, the
questionnaire consisted=of 45 ~liems ,laII together. However, the questionnaires
employed in the pilot study gonsisted ofb items, for the reason that items 10 -15 were
specifically designed to assess studéh:t ehg;{gement in the real-world tasks, which was
not included in the first module piloted. Tﬁe‘ﬂuestionnaires contained the Likert scale
of five gradations: 5 = usually, 4 = then, 3= sometimes, 2 = seldom, 1 = never.
Descriptive statistics on /means ang standard, .deviations of each behavior of student

engagement using SPSS are presented in table 4:11.

Table 4.11: Descriptive statistics on evaluation of student engagement

Behavior n Mini- || Maxi- | Mean Std.
e mum | mum Deviation
scale scale

1. You asked the other group members to repeat 30 2 5 3.66 .68
what they had said

2. You asked the other group.members-to clarify: 30 1 5 34 .83
what they had said

3. You checked.if you correctly understood” what 30 3 5 3.86 .64
the other group members had said.

4. You, asked ifithe-ather, group.members 30 3 5 3.60 54
understood what youhad said.

5. You.corrected the other group members’ 30 2 5 3.03 75
words.

6. Youshared with other group members on the 30 3 5 4.0 .96
assigned tasks

7. You worked with other students on tasks 30 3 5 4.46 .60
during class.

8. Youdiscussed ideas about the assigned tasks 30 3 5 4.16 57
with group members

9. You used your English to check if you had 30 2 5 4.03 .83
finished your task or what you needed to do.
Total - - - 3.84 0.71

Note: n= Number of participants in the pilot class.
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From table 4.11, the mean values of all the student engagement behavior
indicators range from 3.03 and 4.46, indicating that participants in the pilot study
sometimes use English to clarify their problems or solutions and often work

collaboratively in groups.

It should be noted that the results obtained from the evaluation of student
engagement from the pilot study revealed that the average mean value (mean value of
items 1-5 with 3.66, 3.4, 3.86, 3.60 and 3.03, respectively, in the above table) of the
communication features of negotiation 0f meaning used by the participants was quite
low. The researcher decided to do the formal interviews with 5 participants who were
active and usually attended. class, askj_ng why. they sometimes used negotiation of
meaning to solve communication problems in spite.of the fact that they needed to do
more. All responded thaisthey rarely used English in class and often had no idea of
what to say. In additien, there were rlnany tasks to finish on time and the time

allotment was quite tight.as indicated in taB'ie 3.6 below.

The interviews with /the partumpants were done to evaluate the overall
effectiveness of the pilot classes regardmg - the course content, materials, class

activities, and time allotment. Each interviets took approximately 10 minutes and the

main points are presented in table 412, T”

e ) =
g™y =

gl

Table 4.12: Information frorﬁ thé interviews with participants in the pilot study

“ -, Descriptors ~ | Samples %
Audio and visual clips and CDs are attractive and mterestmg 5 100
Some audio and visual clips are too noisy and too long. 4 80
The task sheets-are-appropriate. 5 100
The topics of [socialiexchanges and communication [sKills are 3 60
too easy.
The contents.about.spots .of interest are very. interesting. and L, 100
relevant.
The activities provide great opportunity to listen to real English. 5 100
The activities provide great opportunity to practice speaking 5 100
English in class.
Each listening should be played more than two times. 5 100
It is good to speak English using the language knowledge we 5 100
have without immediate grammatical error correction.
There are too many activities. 4 80
The time allotment for each part is quite tight. 4 80
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From table 4.12, all participants (100 %) said that the audio and visual clips
and CDs were attractive and interesting and the task sheets were appropriate.

However, 80 % indicated that some audio-visual clips were too noisy and too long.

When asked about the content, 60 % said that the content about social
exchanges was too easy, but 100 % indicated that the content about spots of interest

was very interesting and relevant.

In terms of learning activities, 100 % said that the activities provided great
opportunities to listen to real English and'to practice speaking English in class; 100 %
also said that each listening session should.be-provided more than two times, and it
was fun to speak English without being corrected immediately. However, 80 %
indicated that there were*t00 many activities and the time allotment for each part was

quite tight.

To conclude, the interviews provide: information about the module evaluation
of the pilot study regardingthe content, materials, class activities, and time allotment.
It can be inferred from the findings that the module may be overloaded with activities.
Some audio-visual clips may: need o be ého’fter and clearer. Some topics of social

exchange need to be reformed to eliminaté’:rédundancy.

The finding from the interviews supports the comments of one of the expert’s
validation of the lessen plans, which indicated that communication skills could be

taught implicitly.

4.4.3. Course modification
The lesson plans, were. adjusted for appropriateness according to the suggested
information by thetexperts’ comments: and the [pilot: study’s results. The social
exchanges and communication skills were mixed into one wnit deleting some
redundant activities. ‘Some audio-visual clips .consisting of.' features of social
exchange and communication skills were deleted, while more effective relevant
audio-visual clips about Thai cooking were added. Moreover, some audio-visual clips
about spots of interest or indigenous knowledge which were noisy and too long were
replaced by some more appropriate ones. Regarding the teaching materials, they were
adjusted accordingly. In addition, the researcher planned to slow down the pace of the

lessons during the main study and reserved time for participants to mediate with the
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inputs, and self-mediate through private speech. Moreover, the student engagement

questionnaire was adjusted to cover the selected engagement features.

To sum up, the final product of the study is the English Tourist Guides course
for Chiang Mai Rajabhat University students and its components are as follows:
1. Course content
The content of this course consists of task content and language content.
1.1. Task content
Leading a tour, launching a tour package, and creating a tour itinerary are
the main components of the task content in.this course; as mentioned in the needs
analysis and related studies;. they are the maintasks of a tourist guide at work.

To be effective tourist-guides carrying out the task mentioned earlier, learners
need communicative skills. The communicative needs for leading a tour task are
receiving tourists at a particular place, presenting information, answering questions
and seeing the tourists 0ff /at/ a particUiar place. The communicative needs for
launching a tour package taskaare describingthe tour package and itinerary.

To accomplish the communicative needs and effectively carry out the tasks,
learners need language and communication skills, as'mentioned in the needs analysis
and related studies. For these reasons, the course needs content of language skills and

communication skills.

1.2. Language centent
Based on the —imain tasks mentioned earlier and the needs analysis, the
language skills neededare relevant social exchanges, présentation of information and
answering questions; Alsosrelevant, communication skills which enhance effective
communication are‘common non-verbal ‘communication of ‘body language, distances,
backchannel and negotiation of meaning, which are all crucial for!English as a means
of internationaly 'communigation, ¢Accordingly, the/ mentiened 'language and
communication skill features are the language content of this particular course.
To be equipped with the mentioned competence in both language skills and
communication skills, learners need to be exposed to them as well as to practice and
use them. Thus, the task-based approach, which is believed to enhance language

acquisition, is used as the main means for these purposes.
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This course is for EFL learners, who, according to research studies, have a low
level of English and are familiar with the Thai traditional way of teaching and
learning. Therefore, each selected task is meaningful and have characteristics that
encourage them to engage in learning. In addition, to scaffold and motivate EFL
learners, the tasks provided in this course contain the characteristics that facilitate
each other and build upon the ones that have gone before. The prior tasks prepare
learners with the language and communication skills they need to use in subsequent
tasks, which are more complicated. Moreover, the tasks provided are repetitive, as
mentioned in the related studies by Bygate (2996, 1999, 2001 cited in Hitotuzi, 2008),
to contribute to enhancing the development 0i~l-2 learners and provide them with
more task familiarity and opportunities to test their existing linguistic knowledge.
Therefore, the tasks used iasthis«€ourse are enabling pedagogical tasks and real-world
tasks.

Pedagogical tasks are dncluded for reasons of scaffolding and preparing
participants with language knewdedge and crucial communication skills so that they
may be able to make Juse of = these skills in their real-world task performances.
According to Nunan (1988), task-based syI_I'a'b-us design should address some degree
of contextual support provided to Iearnersl,iiric‘!uding the complexity of the language
that they are required to process and produce.

The real-worldtasks are included to ‘.Ii’n.k classroom language learning with
language activation ~outside the classroom. Learners need the opportunity to
experience experimenting with their existing knowledge as well as with knowledge
and skills they had been taught during the pedagogical tasks.

Pedagogical ‘tasks in this course ‘are used to. equip”participants with language
and communication skills with the needed functions and tasks required by a tourist
guide .at, work: Therefore;, they: contain:characteristics» that, serves the practice of
required:language and communication skills for a tourist guide together with the
practice of performing related tasks.

Pedagogical information-gap tasks and pedagogical role-play simulations are
used for this course as they are closed tasks and are believed to promote learners’
interactions, negotiation of meaning and the task outcome. And the simulation
communicative tasks, which require the target setting, provide learners with
opportunities to use authentic materials and specific tasks to meet real-world

language objectives.
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Moreover, pedagogical information-gap tasks used in this study facilitate
pedagogical role-play simulations, which are similar but more real, complicated and
challenging. Their topics and activities are more or less the same as those mentioned
by Ellis(2003) who points out that redundancy of input aids both comprehension and
acquisition.

The pedagogical tasks for this course are about Thai/local food and places of
interest or local knowledge which meet the needs and contain the ideal characteristics
mentioned earlier. For pedagogical task 1, the information-gap task is about Thai
cooking (A Thai dish: Fried rice) to prepare the participants with related topic they
may need while conducting a tour, while the-role=play simulation task assigns learners
to present their favorite dish to the whole class using authentic materials. For
pedagogical task 2, the ipfermation gap-task is about umbrella making at Borsang
village, a famous touristsattraction in Chiang Mai. The role-play simulation task
assigns learners to take a.group/of tourists to the tour site and present the places or
local knowledge to them (this is the in-class activity). For each task, learners are
required to appropriately use the Jdanguage and communication skills they have
learned or been exposed to.

The real-world tasks of lagnching a.’vt;o'u‘rﬂ_package and conducting a short tour
are included in this course. These two real-worla tasks meet the needs analysis for the
course and are sequenced appropriately acco‘r.d’ihg to their complexity. They are also
long-term projects, which are believed to promote learners’ learning task engagement
which in turn, enhances their learning achievement. To promote learners’ lifelong
learning and outside-class experience, the interview task is included. Real-world task
1, launching astour package, help-prepare;learners’ language and communication
skills to be usable in the coming real-world task 2. Furthermore, the interview task, as
a part ofieach real-world tasks-helps facilitate the other/part of each real-world task.

In gonclusion, the typical content for this course are the task content of the real-
world task of leading a tour and launching a tour package together with the
facilitating pedagogical tasks of closed-tasks and simulation tasks. In addition, the
language content of relevant language skills and communication skills required by a
tourist guide to effectively carry out the tasks is included. Moreover, the selected
pedagogical tasks and real world-tasks are repetitive and contain the characteristics

that can enable learners’ oral language proficiency in a spiral manner.
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2. Teaching and learning activities

2.1. The materials for this particular course
The materials for this course contain the characteristics that provide support and
introduce learners to noticing and acquiring the language of their interest, which is
associated with the particular discipline of a tourist guide. So they are materials that
1) are comprehensible and meaningful to learners, 2) present a holistic view of
dialogue communication in its specific context, ready to be used in real situations,
and 3) activate learners’ lifelong learning.

The materials for this particular course are 1) authentic models of English
audio-visual inputs with a variety of accenis_associated with the selected language
functions and tasks, 2) authentic reading inputs with tour plans and itineraries, 3)
authentic learners’ interactions,.and 4) | related internet websites.

These materials are.comprehensible and meaningful to learners as they contain
the language features and‘tasks that learners need to use in their future career. In
addition, learners’ interactions contain the message they want to convey and receive
to carry out the tasks sotheyare comprehénsible (Krashen, 1994).

1) The models of [English audio-vis;ué'-l inputs associated with the selected
language functions and tasks for this Cours.‘ef éqlr)tain the features of social exchanges,
information presentation, body language, baclichannels and negotiation of meaning
(language and communication skills needed.byma- tourist guide) so that learners can be
exposed to and notice how those features are used and work holistically in the
particular contexts. They also come with a dialogue rather than monologue.

English audio-visual inputs contain a_variety of accents rather than focusing on
the native target as learners have the opportunity to be exposed to and be familiar
with the variety.of accents of English by the non-native tourists, who far outnumber
native speakers:

2) -The  authentic reading nputs, 'including brochures withtour plans and
itineraries, are authentic so that learners can see authentic models with specific
language use, the written format and a variety of creative designs. By being exposed
to these real materials, learners may be motivated and would want to create their own,

applying their ideas.
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These models are accompanied by activities designed to foster learners’
consciousness about the  specific features of social exchanges, information
presentation, non-verbal language, backchannel and negotiation of meaning which are
crucial for a tourist guide.

3) Learners’ interactions in class are among the materials for this course as they
are considered to be the comprehensible inputs for the learners. Krashen (1994) states
that the natural communication or interactions among learners who are concerned
not with the form of their utterances, but with the messages they are conveying and
understanding are comprehensible Inputs and they activate language acquisition.

4) The related internet websites are-thase containing the best materials for
EFL learners in this course as they provide extensive knowledge of language and
skills together with more_interesting models for learners to be exposed to at their
convenience. These Interpet websites can help foster the lifelong-learning strategies
that learners need in their work.

2.2. Teaching methodology

2.2.1. The underlying methodology énd activities
The underlying methodolegy: used. for thi's; course is task-based language learning
with its relevant key features of meaning"rb?inrlnacy, target language use, real-world
related tasks, and real-world tasks as the »mai;n means of learning, authenticity of

exposure, and group work operationsl The framework for task-based lessons covers

pre-task, task cycle, and language focus.

a) The pre-task stage. On the pre-task stage, at the very first phase, learners
are explicitly introduced to. the knowledge of necessary conversational mechanics
or social exchanges ' and ‘communication skills' of non-verbal language,
backchannel and negotiation of meaning needed by a tourist guide as learners are
not familiar with <these features and" rarely used ‘thermi even<in their native Thai
language; Then, they are exposed to the audio-visual models of face-to- face
communication containing the specific language and/or communication skills
together with the relevant information presentation of the target task performance,
so that they can see how those features actually work harmoniously in real

communication and notice them.
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By this stage, learners work on their own, mediating with those inputs.
Also, they do the activities that raise their consciousness about the required
language and communication skill features. The teacher’s role here is to introduce
those skills and help point out how they work holistically in real communication.
In this phase, learners are provided with those related audio-visual model clips so
that they can access them as much as they want. By the latter phase of this pre-
task-stage, learners have the opportunity to experiment and use the accumulative
language and communication skills. they have learned in the previous phase to
carry out the enabling of information=gap tasks using their own existing
knowledge. In this phase, learners speak-English almost all the time to get the
task done. Small group work is.applied as it yields a large amount of interactions
as well as negotiation of meaning:

b) The task cycle stage: By the task cycle stage, learners observe the prime
role as a language user using English to carry out the task. They need to speak
English substantially0 get the task done. .

This stage provides lgarners opportunities to work at their own pace, making
use of their existing linguistic knowledge' and their knowledge of the world so
that they can put their contributions, e.fvf;dr.t‘ﬂ_and application of ideas and their
personal talents into planning the task sharin”'g and discussing ideas, and solving
related problems toget the best product."'llhey workin groups to foster their
feeling of being safe, supportive and engaged. Group Work with group consensus
using English is the key performance at this stage.

In addition, learners have the opportunity to practice presenting their
work/productlin front-of people-(in front ofithe class). This way, they can feel
their work is valuable, which in turn, fosters their motivation and confidence. In
additiomn; they ~can_compare theirwork among, groupsiand learnfrem each other.

By: this stage, the teacher takes the role of linguistic advisor, scaffolding
them in any aspect they need. In addition, he/she evaluates the learners’ work and
provide them with feedback.

¢) The language focus stage. By this stage, learners’ problematic language
or linguistic features from inputs or clips of their work are examined, discussed
and clarified. Learners are asked to comment, or ask questions on problematic

language or linguistic features. The teacher’s role is to fill in what learners miss
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and correct common errors they have made during the previous stages. Extra
practice of those problematic features are provided as optional.

2.2.2. Skills to be focused on
Listening and speaking skills are the focus of this course; as determined by the
needs analysis and related studies, these are the core skills for a tourist guide.

2.2.3. English to be focused on
English as a lingua franca was focused in this study.

3. Student evaluation
The evaluation meant for this course Is authentic and a method that can evaluate
the learners’ competence of what they need tesperform in their future career. This
course is the English course for tourist guides and the main tasks of a tourist guide
obtained from the needs.analysis and related studies are conducting a tour and
launching a tour package. Fherefore,! to ensure validity, the evaluation of the
course focuses on learper’s ability to carry out these two tasks. The direct
performance-reference tests with role-play simulation tasks as a tourist guide are
applied for the evaluation for poth forméﬁve and summative tests

The evaluation alsg caters to. the di‘fnénsions of English as an international
language. As the significant role of Englis.ﬁjlnir)gua franca, the English language used
in the course teaching and evaluation focu_seé on intelligibility rather than native
targets of grammar; pronunciation and. 'éy}htax. Therefore, the oral English
communication analytic rating scales evaluating learpers’ language skills and
communication skills that they perform during the test are used to ensure the test
accuracy and validity.

Furthermore, learners’ “self-evaluation and- peer ‘evaluation of their work,
together with feedback from the inputs or clips of learners’ tasks, are done during
learning,so thatthey, can diagnose their strengthsaand weaknesses and make use

of what they havelearned to improve their subsequent work.

4.5. Course implementation and evaluation

4.5.1. Course implementation
The course was implemented in the first semester of the year 2010 with 14
sessions. However, the instruction covered 12 session with 36 hours leaving 2
session for the in-class midterm exam and final exam(Post-test). The course was

implemented with two modules. The participants were 24  fourth-year
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undergraduate tourism students who enrolled in the “English for Tourism 4~
course as one of their compulsory elective subjects which this study was

implemented.

4.5.2. Course evaluation
This part describes the finding of the study according to the second research
question.
Research question 2: How effective is the English Tourist Guides course using a
task-based approach?

Research question 2.1. Will thes scores of the students’ post-test be
significantly higher than these of the pre)—test?

Research question 2.2-What is tHe magnitude of the effect size?

Research question2.3. Whai is the degree of student engagement?
“u‘
4.5.2.1. Learning achievement
Several instruments were usedto gather the information both in terms of quantitative
and qualitative aspects. The results and fi'[]d'ings are reported both quantitatively and

qualitatively as follows: .‘
¥ dia

Research question 2.1. Will the scores of t!ﬂe students’ post-test be significantly

higher than those of the pre-test?- e
The recorded oral English comfﬁunication peff(;rmances of both the pre-test and post-
test were rated. The.scores of the pre-test and post-tesi-were tested by a Paired-
Samples t-test. The difference was significant at a .05 level of confidence. The

results from the t-test arespresented in table 4.13.

Table 4.13: Oral English communicatiorntability.test (Paired-Samples t-test)

Test n =z S.D. df t Si
X g
(1-tailed)
Pre-test 23 21.28 7.686 22 -13.090* 0.0005
Post-test 23 41.10 4.306
*p < 0.05

From Table 4.13, the t-value of -13.090 from the t-test indicates that the

participants’ post-test scores in oral English communication, on average, were
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significantly higher than their pre-test scores (p < .05). Therefore, hypothesis 1 was

accepted.

The scores of each scale of the pre-test and post-test were tested by a Paired-

Samples t-tests. The differences were significant at a .05 level of confidence.

The results from of the participants’ level of the ability of each scale have been

illustrated in the Table 4.14 as shown below.

Table 4.14: The comparison of the average scores of each scale of the pre-test

Paired Sgrﬁp}s Test
i

and post-test

Paired Differencers-fi__.-r' df t Sig(1
— tailed)
i
Mean " Std. R xy 959% Confidence
P—BEVﬁt_i_on # Interval.of the
e Difference
- K Lower Upper
Pairl Pre-Greet - 6522 o S A
Post-Greet : A" o956 f 1.20717 _[1-1.0818 | -.2225 22 -3.148* | .0025
L) A8
Pair 2 Pre-Intro hes F —
postintro hes | 8913 ] Z%Zi[/ 257227 | -1.4247 | -.3579 22 | -3.465% | .001
o i P
Pair 3 Pre-Intro tec R,
postinrotec | 16304 1 g, Siz70| 20786 | 11872 22 | 7629 | 008
"_.o 4 4 X ;: .
Pair 4 Pre-Smal 15217 rig > Zd"
Post-Smal . 59811 _,an12367 ?"_Ji-:ll.7782 -1.2653 22 -12.305* | .0005
Pair 5 Pre-Info -4.1304 R e
Post-Info ’ 1.58986 1"‘.33151 :?4.8179 -3.4429 22 -12.459* | .0005
i A o] el
Pair 6 Pre-Repl _ -
Post-Repl L 34\7;3;}! 87171 18176 | -1.7248 -&7@- y 22 | -7.415% | 0005
| === = = = e |
Pair 7 Pre- Nego B SZG'T.J"; e
Post- Nego ’ ™ | 1N0w24% .22363 -2.7899 -1.8623 22 -10.402* | .0005
| i
i .
Pair8 Pre-NVC - 9565 -
Post-NVC ’ .96428 .20107 11.3735 -.5395 22 -4.757* .0005
Pair 9 Pre-Back 11,1087
Post-Back ’ 1.01081 21077 -1.5458 -.6716 22 -5.260* .0005
Pair 10 Pre- Voca -1.4130
Post-Voca ’ .84816 .17685 -1.7798 -1.0463 22 -7.990* .0005
Pair 11 Pre-Gra 1.1522
Post‘Gra ’ 74521 .15539 -1.4744 -.8299 22 -7.415* .0005
Pair 12 Pre-Pro 8043
Post-Pro ’ .70290 .14657 -1.1083 -.5004 22 -5.488* .0005
Pair 13 Pre-Clos -1.8913
Post-Clos ’ .96480 .20117 -2.3085 -1.4741 22 -9.401* .0005
Pair 14 Pre-Tot
Post-Tot
-19.8261 .7.26387 1.51462 -22.9672 | -16.6850 22 -13.090* | .0005

*p < 0.05
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From Table 4.14, the t-value of -3.148 from the Paired-Sample t-test indicates
that the participants’ post-test scores of the scale 1 (Ability to initiate a greeting
appropriately), scale 2 (Ability to initiate introductions with sub-scale 2a of the
degree of hesitation and sub-scale 2b of the introduction technique used), scale 3
(Ability to initiate small talk), scale 4 (Ability to describe points of interests and/or
other local knowledge), scale 5 (Ability to provide relevant reply to the questions
asked by tourists), scale 6 (Use of negotiation of meaning strategy), scale 7 (Use of
non-verbal communication and backchannels with sub-scale 7a of the use of NVC to
convey or enhance meaning and sub-scale b of the use of back-channel feedback),
scale 8 (Vocabulary), scale"9 (Grammar),-scale” 10 (Pronunciation), and scale 11
(Ability to close a talk appropriately)"jin oral English communication, on average,

were significantly higher than thelr pre-test scores (p < .05).

Figure 4.2: Comparisen of:the averaée scores of each scale of the pre-test and

post-test

4

F AN AN ER _— EOTimiee

. o \ &
Comparison gf tho s grage scbies ﬁl Cach scale of the pre-test and post-test

Note: T =Total scares

From the Figure 4.2, illustrating the comparison of the average scores of each
scale and sub-seale-of the-pre=test and poststest belawy it is,seen~that some scales of
participants’ ability dramatically improved such as'scale 4with the ability to describe
points of interests and/or other local knowledge (from 3.23 to 7.36), scale 6 with
ability to use negotiation of meaning(from 1.3 to 3.6),and scale 11 with ability to
close a talk appropriately(from 0.95 to 2.84).

Some other scales were highly improved such as sub-scale 2b with ability to
use introduction technique (from 0.89 to 2.52), scale 5 with ability to provide relevant
reply to the questions asked by tourists (from 2.32 to 3.67) and scale 3 with ability to
initiate small talk(from .00 to 1.5).
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Some scales were averagely improved such as scale 8 with the vocabulary
(from 1.97 to 3.39), and scale 9 with grammar (from 1.4 to 2.6) .

However, sub-scale 2a with the degree of hesitation of introduction (from 1.67
to 2.56), sub-scale 7a with ability to use of NVC to convey or enhance meaning (from
2.2 to 3.2), sub-scale 7b with ability to use back-channel feedback (from 2.02 to
3.1), scale 1 with ability to initiate a greeting appropriately (from 1.26 to 1.92) and
scale 10 with their pronunciation (from 2.02 to 2.82) were slightly improved.

This means that the developed, course helped improve the participants’
language skills (ability to greet appropriately, initiate appropriate introductions
and small talk, describe points of interest-and/or other local knowledge, provide
relevant replies to the questions asked b’y tourists and close a talk appropriately), and
communication skills (use” of - negotiation OFf meaning strategy, non-verbal
communication and bagk€hannels). Moreover, their.  grammar, vocabulary and
pronunciation improved censiderably since taking the course. The sample of the pre-
test and post-test scripts illustrat_i_,ng: thé: ‘si,gnificant different language use of one

participant are exempliiied in Appendix f\ll

Research question 2.2. What is the magnltird'e of the effect size?

,JJ
In terms of the effect-size, Cohen S dis an?pproprlate effect size measurement for

the comparison between two means. The effect -size meastrements tell us the relative

magnitude of the exp_erlmental treatment (Thalheimer and _Cook, 2002). It can be used
to report the standardj_-_zed difference  between two rheans of t-test to judge the
practical significance of' the results derived. Cohen’s d can be calculated as the
difference between the-means divided by the pooled standard deviation (Wikiversity,
2010).

Cohen (1992, cited 4n Fhalheimeér and? Cook;;2002) indicates that effect sizes of
.20 are small, .50 are medium, and .80 are large. The effect-size in this study is
illustrated in Table 4.15 below.

Table 4.15: Effect-size result

tvalue df
12.05 46
Cohen’sd effect-size r
3.58 0.87




157

From Table 4.15, the effect-size of 0.87 from the calculation of the effect-size
using t values and df = 46  indicates a large effect-size. This means that the
developed course had a large positive effect on the participants’ oral English

communication ability.

4.5.2.2. Students’ learning task engagement
Research question 2.3. What is the degree of student engagement?

The data of participants’ engagement were from two sources: The whole class and a

focus group.

1. The result of participants’ engagerment analysis: The whole class
To determine participanis*learning engagement by all selected engagement features,
the student engagemenirquestionnaires (Self-checklist)-and students’ logs were used
to collect the data fromuthe whole class. L. .

1.1. The result of participahrt:s’ |§_§;rning task engagement analysis using the
student engagement questionnaire with Wbol‘é class.
Information obtained fromthe student e';r}gagement questionnaires  (Self-checklist)
has been summarized and'is presented in ta"b]e 4.16.

Table 4.16: Information from.student en@é?nent questionnaire

o

) o n Fre- Sum
Participants’ engagement. J quen- Cat?'
P - cles gories
- ’ (%) (%)
Use of English to clarify problems or solutions
1. You asked the other-group members to repeat what they had said..
Usually

Often_ | 2 8.4%
Sometimes) | 11 | 45.8% 54.2%
Seldom | 9 37.5%
Never | 2 8.3%
Total [.0 0% 45.8 %
24 1=100% 100%

2. Youasked the'other group membersto clarify what they had said.
Usually | 2 8.3%

Often | 6 25.0% 333

Sometimes | 12 | 50.0%

Seldom | 4 16.7%

Never | 0 0% 66.7
Total | 24 | 100% 100%
3. You checked if you correctly understood what the other group members

had said
Usually | 1 4.2%

Often | 11 | 45.8% 50.0%

Sometimes | 9 37.5%

Seldom | 3 12.5%
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Collaborative work in groups with ceni
development of real-world tasks wi
world tasks.

n Fre- Sum
Participants’ engagement quen- catg-
cles gories
(%) (%)
Never | 0 0% 50.0%
Total | 24 | 100% 100%
4.  You asked if the other group members understood what you had said.
Usually 2 8.3%
Often | 10 | 41.7% | 50%
Sometimes 11 | 45.8%
Seldom 1 4.2%
Never 1 o | oo 50%
Totl | 54 | 100% | 100%

5.

You interacted with the grou

13 54.2%
9 37.5% | 91.75%
2 8.3%
0 0%
0 0% 8.3%
24 100% | 100%
6.  Youshared ideas with
usually
Often | 11 45.8%
Sometimes | 8 33.4% | 79.2%
Seldom | 5 20.8%
Never | 0 0%
Total | O 0% 20.8%
24 100% | 100%
7. You worked with other.group members ‘
ﬂ ﬂUsually 14 58.3%
Often | 8 33.3% | 91.6%
Sometimes | 2 8.4%
ﬂ EJ 0 0%
‘LJEJ’WI NINYIRS[ |2 |,
Total | 24 100% | 100%
8. You dlscussed ideas about the asmgnedﬁsks with groupsfiember /s
RN TUANTIN BAF R
ften | 33.3% | 83.3%
Sometimes | 4 16.7%
Seldom | 0 0%
Never | 0 0% 16.7%
Total | 24 100% | 100%
9. You helped your group members to plan the real-world tasks.
Usually | 16 66.6%
Often | 7 29.2% | 95.8%
Sometimes | 1 4.2%
Seldom | 0 0%
Never | 0 0% 4.2%
Total | 24 100% | 100%
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n Fre- Sum
Participants’ engagement quen- Caté-
cles gories
(%) (%)
10. You shared responsibilities in group work.
Usually | 8 33.3%
Often | 9 37.5% | 70.8%
Sometimes | 7 29.2%
Seldom | 0 0%
Never | 0 0% 29.2%
Total | 24 100% | 100%
11. You found more information for your tasks from other sources outside class.
Usually | 9 37.5%
' Often | 13 54.2% | 91.7%
// Sometimes | 2 8.3%
& Seldom | 0 0%
2 L Never | 0 0% 8.3%
3 Total | 24 100% | 100%
12.  You helped your group ber.
, - Usually | 8 33.3%
Often | 12 50.0% | 83.3%
Sometimes | 4 16.7%
eldom | 0 0%
Never | 0 0% 16.7%
Total | 24 100% | 100%
13. When you had problems with'assigr ou thol vays to solve
them. Sl -
Usually | 6 25.0%
Often | 13 54.2% | 79.2%
Sometimes | 5 20.8%
Seldom | 0 0%
0 0% 20.8%
24 100% | 100%
14. You spenta lot of ti — ol
.ﬂUsually 7 29.2%
Often | 10 41.6% | 70.8%
Sometimes | 7 29.2%
0 0%
umwﬂmwmmeﬁ o (o [man
Total | 24 100% | 100%
15. The assigned tasks were challenging and you enjoyed doingithem. ars
YR AR I N R
ree b 45.8% | 100%
Neutral | 0 0%
Disagree | 0 0%
Strongly disagree | 0 0%
Total | 24 100%
16. You applied your ideas to the assigned tasks.
Strongly agree | 6 25.0%
Agree | 17 70.8% | 95.8%
Neutral | 1 4.2%
Disagree | 0 0%
Strongly disagree | 0 0% 4.2%
Total | 24 100% | 100%
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n Fre- Sum
Participants’ engagement quen- cate-
cies gories
(%) (%)

17. You are proud to present valuable and accurate information to tourists in the
real-world tasks.
Strongly agree | 13 54.2%
Agree | 11 45.8% | 100%
Neutral | 0 0%
Disagree | 0 0%
Strongly disagree | 0 0%
Total | 24 100%

18. The real- world tasks have taught you how ta deal with tourists.
Strongly agree | 17 70.8%
Agree | 7 29.2% | 100%
Neutral | 0 0%
3 Disagree | 0 0%
Strongly disagree | 0 0%
Total | 24 100%

19. This course can prepare you to he@ good tourist guide in the future.
i[ Strongly agree | 20 83.3%

Agree | 4 16.7% | 100%

L Neutral | 0 0%

= Disagree | 0 0%

| & Strongly disagree | 0 0%
v Total | 24 | 100%

Note: n= Number of participants.: -

As can be seen in table 4.16; the fi?.{ﬂt'_jf.oyr Indicators were about participants’
use of English to clarify their pr‘obléms or sélu?ﬁ:‘f)ns while carrying out the tasks.

The results indicate that in terms of éékiﬁg “the other group members to repeat
what they had said”{Qd});-45:8%-indicaied~ofien~-37.5% indicated ‘sometimes’,
8.3% indicated ‘usUaIIy’ and 8.3% indicated ‘seldom’. The total percentage of
participants who rated” ‘usually’ and ‘often” for asking the other group members to
repeat what they had said was:54.1%.

For the'indicatorof asking““the other groupmembers to clarify what they had
said” (Q2), 50,0%, 25.0%, 16.7% and 8.3% replied, ‘sometimes* ‘often’, ‘seldom’
and ‘usually®, respectively.: The ‘total percentage of participantsiwho.rated ‘usually’
and ‘often” for asking the other group members to clarify what they had said was
33.3%.

When asked “how often they checked if they correctly understood what the
other group members had said” (Q3), 45.8% indicated ‘often’, 37% indicated
‘sometimes’, 12.5% indicated ‘seldom’, and 4.2% indicated ‘usually’. The total
percentage of participants who rated ‘usually’ and ‘often’ for checking if they

correctly understood what the other group members had said was 50%.
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In terms of asking “if the other group members understood what they had said”
(Q4), 45.8%, 41.7%, 8.3% and 4.2% indicated frequencies of ‘sometimes’, ‘often’,
‘usually’, and ‘seldom’, respectively. The total percentage of participants who rated
‘usually” and “often’ for asking if the other group members understood what they had

said was 50%.

The first 4 indicators of the questionnaire indicated that the participants

sometimes use English to clarify their problems or solutions.

The next sixteen indicators investigated participants’ collaborative work with
contributions and a positive emotional tope-and participation in the development of
the real-world tasks with effort and application of ideas to the specific contexts of the
real-world tasks.

In terms of group inieraction (Q5), 54.2% stated that they usually interacted
with the group members while37.5% said that they often interacted with the group
members, and 8.3% sometimes did so. Thé total percentage of participants who rated
‘usually’ and ‘often’ for interacting with other group members was 91.7%.

For “sharing ideas within - the group on the assigned tasks”(Q6), 45.8%
indicated ‘usually’, 33.3% indicated ‘often’.and 20.8% indicated ‘sometimes’. The
total percentage of participants who rated,“""t]sually’ and ‘often” for sharing or
expressing ideas within the group:- on the assigned.tasks was 79.1%.

Regarding working with other students on tasks {O7), 58.3%, 33.3% and 8.3%
stated that they ‘usuaHy” , ‘often’ and ‘sometimes™ worked with other students on
tasks, respectively. The total percentage of participants who rated ‘usually’ and
‘often’ for working with,other.students on.tasks was;91, 6%.

When asked"about “discussing ‘ideas about the assigned tasks with group
members” (Q8), 50.0% indicated “‘usually’, 33:3% indicated “aften” and 16.7%
indicated ‘sometimes’The totalspercentage of participants wheo,rated ‘usually’ and
‘often” for their discussing ideas about the assigned tasks with group members was
83.3%.

In terms of their concentration on the assigned tasks (Q9), 62.5% stated that
they usually concentrated on the tasks while 25.0% and 12.5% indicated ‘often’” and
‘sometimes’, respectively. The total percentage of participants who rated ‘usually’

and ‘often’ for concentrating on their tasks was 87.5%.
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When asked “if they helped their group members to plan the real-world tasks”
(Q10), 66.6% indicated ‘usually’, 29.2% ‘often’ and 4.2% ‘sometimes’. The total
percentage of participants who rated ‘usually’ and ‘often” for helping their group
members to plan the real-world tasks was 95.8%.

Concerning sharing group responsibilities (Q11), 37.5% said that they often
shared responsibilities in group work while 33.3% usually did and 29.2% sometimes
did. The total percentage of participants who rated “usually’ and ‘often” for sharing
group responsibilities was 70.8%.

Regarding seeking more information for their tasks from the other sources
outside class (Q12), 54.2% indicated ‘often’,.37.5% indicated ‘usually’ and 8.3%
indicated ‘sometimes’. The total percentage of participants who rated ‘usually’ and
‘often’ for seeking for maresinfermation for their tasks from the other sources outside
class was 91.7%.

When asked “if they helped ‘their group members to produce creative tasks”
(Q13), 50.0% stated that they, often helped their group members to produce creative
tasks while 33.3% usually” did and 16.7% of them sometimes did. The total
percentage of participants who rated. * usuailly’ and ‘often” for helping their group
members to produce creative tasks was 833%

When asked “if they thought of ways td solve task-related problems” (Q14),
54.2%, 25.0% and 20.8% indicated ‘often;, *UéUaIIy’ and “sometimes’, respectively.
The total percentage of participants who rated ‘usually” and ‘often’ was 79.2%.

Concerning time ¢onsumed on tasks (Q15), 41.1% stated that they often spent
time on tasks while 29,2% usually and_sometimes did. The total percentage of
participants who rated- fusually’ and"*often’ for their time Consumed on tasks was
70.3%.

Whenrasked *ifithey agreed that| the)assigned tasks were challenging and if
they enjoyed those assigned tasks™ (Q16), 54.2% “indicated they “strongly agree’
while 45.8% indicated they ‘agree’. The total percentage of participants who rated
‘strongly agree’ and ‘agree’ for the statement that the assigned tasks were challenging
and they enjoyed those assigned tasks was 100% each.

When asked “if they applied their ideas to the assigned tasks” (Q17), 70.8%
indicated ‘agree’ and 25.0% indicated ‘strongly agree’ while only 4.2% indicated
‘neutral’. The total percentage of participants who rated ‘strongly agree’ and ‘agree’

for their application of ideas to the assigned tasks was 95.8%.
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Regarding the statement, “they were proud to present valuable and accurate
information to the tourists in the real-world tasks” (Q19), 54.2% indicated that they
strongly agreed with it, while 45.8% indicated that they agreed. In addition, 70.8%
strongly agreed that the real-world tasks taught them how to deal with tourists, while
29.2% agreed. The total percentage of participants who rated ‘strongly agree’ and
‘agree’ for the statements that they were proud to present valuable and accurate
information to the tourists in real-world tasks, and that the real-world tasks have
taught them how to deal with tourist was . 100% each.

When asked “if the course can prepare them to be a good tourist guide in the
future” (Q20), 83.3% strongly agreed, while_16:7% agreed. The total percentage of

participants who rated the €ourse merit with “strongly agree’ and ‘agree’ was 100%.

The remaining sixteens indicators of the questionnaire indicate that the
participants usually work collaboratively in groups with contributions. In addition,
they strongly agreed thai' they put efforfbn, and applied their ideas to the assigned
tasks. They also strongly agreed that the cx(;.)urse and tasks were valuable for them.

Table 4.17: Levels of participants™ learning task engagement from student
engagement questionnaires

n Min = ',' Max Mean S.D.

Questionnaire 24 2205 4.82 4,18 341

Note: n= Number of participants

Table 4.17 indicates that participants.showed their learning task engagement in
all selected features on an average_level of 4.18, which is higher than the average
value (>8.50 / 5.0).. The mimmum level of ‘all" items' (20 1tems) is 3.25 while the
maximum level is 4.82.

One-Sample t-test was used to test the significance difference between the pre-
determined average value ((>3.50/5.0) and the obtained value(4.18). The results have

been shown in table 4.18.
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Table 4.18. One-Sample Test result (Questionnaires)

One-Sample Statistics

Student n Mean Std. Deviation Std. Error Mean

engagement 24 4.18 341 .0697
questionnaire

One-Sample Test

Test Value = 3.5

Student 95% Confidence Interval
engagement ‘J}_/ 7 of the Difference
questionnaire t df Sig. (2=~ L Mean Lower Upper
tailed) foference
0.888 w00 | .001 .68958 5453 .8339
o |

From table 4.18,4(;lue of 9, 888 from the t-test indicates that the value
(4.18) obtained from t

determined average vaIu (8.

questic qnalte Qnaverage was significantly higher than the
/5 0) 5

. £ -1 ¥

1.2. The result of par C|pants eng%ement analysis using the students’ logs

with the whole class. e )
Ten descriptive content domams based onTcﬁe-key selected engagement features were
derived and are presented in table 4 19. :{ .

x)

Table 4.19: Descriﬁﬂ/\_z,e content domains =

=y -

Descriptive content domains

English use

Sharing group responsibility

Participationwith a positive emotional tone

Participation with application of ideas

Participation with concentration

Participation with effort

Participation with substantial time

Problem solving

© ® N o g ALa) M E

Talk and discussion

[EEN
©

Task quality care
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All of the 10 indicated descriptive content domains can be put into the categories of

student engagement selected for this study as shown in the table below:

Table 4.20: Selected student engagement features and descriptive content
domains

Selected student engagement features and descriptive content domains.

Use of English Collaborative work with Participation with effort and

to clarify the contributions and a positive application of ideas

problems or emotional tone

solutions

English use Sharing group respansibilities | Participation with application of ideas

Participation with a positive Participation with concentration
emotional tone
Talk and-discussion Participation with effort
Participation with substantial time
Problem solving

Task quality care

\

i
Table 4.20 shows that the derived,.descriptive content domains cover all the

student engagement featlires selected-for the analy5|s in this study.
The results of the gontent analy5|s of the participants’ raw engagement

descriptions based on the derived descrlptvl-ye content domains are reported with some
extracts ((unedited)) as follows. f
Fe -',J"J
1. English use: From partICIpants Iogs,.most groups shared similar comments

that they used English to set questlons mterweW tourists stalk to tourists, and answer
any questions the tqurlsts asked together with solvmg,the immediate language
problems while interviéwing. They also used their English to discuss ideas to carry
out the tasks and presént their work to the class. MoreoVer, they used English to find
more information from. various saurces and to' launch the brochures. Extracts from

some groups of‘participants demonstrating this domain are as follows.

Extract 2.

Group 1: Porn.... took care of English language for work presentation. She worked
with interesting and appropriate English sentences for our work so that the audience could
easily understand what we were presenting.

Extract 3.

Group 2: During the interview work, all members shared the duties of asking
questions and talking to the tourists to get the needed information. Most of them were eager
to talk with us and exchanged knowledge and ideas. Also, when the tourists didn’t understand
what we had said, we added explanations in our own words. For launching the tour itinerary,
we added some information gotten from actual brochures and internet websites. We also had
a chance to speak English in class
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Extract 4.

Group 4: Carrying out this task, we had a chance to speak a lot of English. We needed
to talk in English all the time starting from job planning, interviewing tourists, and presenting
our work. In carrying out the tasks, we talked with the foreigners in English and we tried to
use English naturally.

Extract 5.

Group 5: While working, each member took the opportunity to talk and ask questions
and we tried to relax and reduce our excitement when talking with the foreigners in English.
We tried to use English naturally. Some_questions were the immediate questions extended
from the questions we prepared. For example, if some tourists were interested in an adventure
tour, we would ask or talk about the adventure tour in detail.

2. Group responsibility sharing: For-the-group responsibility sharing, they
mentioned that every group member shared task responsibilities according to his/her
skills and capability. One or'some of them took care of the fine language to be used
(questions to ask tourists,language -for their oral presentations, and promotional
language to add to the‘sofiware prograrﬁ and the broehure) while some of them
operated the appropriate software prograrﬂ_ ta be used while presenting. Most of them
mentioned that all of them usually took paljt-:-as-' group presenters presenting their work.

Extracts from some groups of participantsd?—:monstrating this domain are:

Extract 6.

-

Group 2: We helped each other while working and shared, the group’s responsibilities.
Each member shared ~Fesponsibilities according o her skills and abilities. During the
interview work, all members shared the duties asking gquestions and talking to the tourists to
get the needed information. Khun Ying and Pee Pu took careof.........

Extract 7.

Group 3: Then we shared! responsibilities ‘among ‘membérs of the group on the
questions for the" interview and many other things we needed to _handle and prepare.
Launching a tour-package, -we sagain sharedthe respoensibility,;ameng-thesmembers. Nic and
Wil took: care of nice and relevant pictures, more information from,'the internet websites
concerning tour itinerary.

Extract 8.

Group 5: While working, each member took the opportunity to talk and ask questions.
Some members recorded videos.

We shared the group responsibilities for our work. Khun Bird, Khun Meow and Khun
Farang took care of compiling all the information obtained from the interviews........
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3. Participation with a positive emotional tone: Most of the groups also
talked about their participation with a positive emotional tone. They said that the
assigned task was not easy but not too difficult for them. The task was very
challenging as they had a chance to talk to the tourists and interview them in a real
situation. The tourists were very nice and helpful. They enjoyed interviewing the
tourists. Some groups of participants decided to add more tourists to interview as it
was fun and challenging. They indicated that it was a win-win situation as both
parties learned new things from each other. They also said that they made some new
foreign friends while carrying out the interview task. Both the tourists and everyone
in the group made a very good impression on gaeh other. They further mentioned that
this task was very impressive as all the members of the group were well-prepared and
focused on the tasks. Most.ef them pointed out that their work was very nice and

successful. Extracts from.some groups_of participants demonstrating this domain are:

Extract 9.

Group 1: We had difficulties in...... However, difficult situations like this provided us
the opportunity to practice solving problems and it turned out that we made a good
relationships with the tourists we interviewed. We saw that this piece of task was very
impressive as we got great cooperation from alllmembers who made suggestions, comments,
and discussion including work analysis which, in turn, promoted the success of the task.

Extract 10. f

Group 2: We were very happy talking with the tourists. At first we planned to
interview 5 tourists but.t turned out that we interviewed 7 because we had fun and it was a
win-win situation doing so. We all got the big benefits carrying out this task.

Extract 11.

Group 3:°0ur creativity in thisitask was doing the “Maovie Maker” presentation which
was more interesting than PowerPoint, and our brochure with a colorful and attractive design
gave the feeling of touching nature. The printing paper.used was “ Photo” type so we got the
nice, attractive, ‘and-authentic-looking brochure. ‘We were sure that-anyone who saw it
would want to read it!

4. Participation with application of ideas: The logs also contain evidence of
participants’ application of ideas on the tasks and task presentations. Participants
often applied their existing skills and capabilities to the tasks. While working outside
class interviewing tourists, they used recording devices such as a sound recorder, a

digital camera, a VDO recorder, and cell devices.
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They searched for new software technology programs to present their work.
These programs included ProShowGold, Movie Maker and PowerPoint. Using these
programs, they added classical songs they thought appropriate to the presentation
contexts. Some groups spent much time recording the voices of the group members
describing the pictures in the programs they used. In addition, most of the groups
searched for related information from various sources such as Internet websites,
actual brochures, and local tourist guides and then applied this information to create
their tour types, their brochures, and tour itinerary. They selected attractive colors
and pictures together with brochure designs to well fit the types of tours they were

launching. Extracts from some groups of pariiCipants demonstrating this domain are:

Extract 12.

Group 1: All the'members of the'\group brainstormed ideas offering many new
different ways with high teehnology including impressive ways to get and present the work
so that our product could be outstanding and different from the other four groups. Each
member was eager to suggest'ideas to apply to the work. The ideas were from their past
experiences, from their skills, and ability,' ‘etc.

Extract 13.

Group 2: Finally, everybody.-agreed to launch a special type of tour with the
combination of both the aforementioned. tour types. For the brochure, we added a relaxing
sea green color and soft blue. We alse posted tourist spots with a natural environment with
real pictures of the places and ~relevant and promotional information. We got all the
information from interviewing some tourist guides we know: together with some information
from real brochures and internet websites.

Extract 14.

Group 3: Our creativity of this task wvas expressed through the “Movie Maker”
presentation whieh “was more linteresting than-PowerRoint, and our, brochure had a colorful
and attractive design‘giving the feeling-of touching nature. The' paper used was “ Photo” type
so that we got a nice, attractive and authentic—looking brochure. We were sure that anyone
who sawyittwauld, want to readit!

5. Concentration on tasks: Their concentration on the tasks was also obvious.
One group mentioned that each member was ready to start working as soon as they
had a clear understanding of what the task was and how to handle it. Some groups
indicated that the work needed to be clear and everybody needed to have the same
understanding about the task as ordinarily each had different ideas, opinions, and
interpretations. Furthermore, each member was eager to suggest ideas while carrying

out the task. One group pointed out that they usually put their concentration and
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attention on all pieces of the tasks and sub-tasks since none of the tasks were more
demanding for them. Extracts from some groups of participants demonstrating this

domain follow:

Extract 15.

Group 1: As soon as we got the assigned work, we first studied it and made clear of
what the work was about.

Extract 16.

Group 2: Finally the success of the work reached our expectations because each
member fully contributed to the group and swas very cooperative. We all put our
concentration and attention into all aspects of the project. And this task required time,

Extract 17.

Group 3: This project was successful as all members concentrated on it and tried our
best. We all tried hard to get the appropriate name of our company, the name of the tour
package, the price of the tour tegether with (the tour video presentation. We made a nice
brochure with an interesting and attractive tour itinerary for our customers.

Extract 18.

Group 4: When we got enough information, we all went through all the information
and considered whether some information was missing, what else we needed, and what we
should find more of to get all the information we nggded.

6. Participation with effort and substantial time: Participants’ logs also
showed the evidence of their investment of effort and substantial time in participating
in the project. As Chiang Mai Rajabhat University students are not technology
specialists, so it was-extremely demanding for them-to apply computer software
programs to their work, Hewever, they all tried hard and put all their efforts and a lot
of time to study hew/ to apply these programs to.get the jab done as perfectly as
possible. Some groups mentioned that it took them a whole weeksto mange to get the
software program ready for the presentation. Apart from technology, 'they needed to
deal with the language to get the job done satisfactorily. Some groups said that they
needed to put all their energy and courage to interview tourists in real situations since
they were not sure about their language as this was their first time doing the
interviews. Moreover, they said that they also spent time finding more needed
information to perfect their work. One group said that on the day of the interview it
rained all day and, thus, it was even harder to get the job done but they did not give up.

The other group said that they interviewed 7 tourists instead of 5 as mentioned in the
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work sheet to get precise information for their project. Extracts from some groups of

participants demonstrating about this domain follow.

Extract 19.

Group 1: This project was not easy because it was very demanding and time
consuming. We needed time to study and make clear what we needed to do to complete the
tasks. We also needed to put all our energy into this task, which was very time consuming so
we needed to persevere with a lot of difficulties to get each sub-task done.

Extract 20

Group 3: When we got feedback from the teacher, we tried to fill in the missing pieces
and that took a lot of our time and energy. After that we mixed sound and pictures with the
correct information approved by the teacher and.made “Movie Maker”. We could say that
we got a great success with this-project -- the tour-itinerary and brochure which we all helped
each other to finish with all our effort and energy.

Extract 21.

Group 4: We could say that, it was so hard and demanding to get this attractive
brochure. We needed to know hew,to'post words, pictures, colors, patterns or spaces to get it
to look good. We neededsto study for it=-To-be mare interesting and professional, we needed
to repeat the recording around 5 or 6 times to get this great and perfect VDO presentation.
This part of the project teok us awholeweek-to finish because it was quite complicated. We
were sure that our task was very successful and each member of the group put all their effort
and energy into this part of the task in.erder to.get the best product.

7. Problem solving: While carrying out the tasks, most of the groups faced
many task-related problems and they tried to solve them. They often disagreed during
their discussions and-ihey said that they raised the issues-n the discussions again and
finally came to a group consensus with clear understanding. While interviewing
tourists, they had difficulties in catching what the tourists were saying due to their
unfamiliar accents; pronunciation;’and vocabulary: AlSo;asimilar situation occurred
when the tourists did not understand what they were saying due to their accents,
pronuneiation, and.-lack of.effective,vacabulary. They solved.the.problems by making
use of negotiation“of meaning, giving-more'examples, ‘writing “the vacabulary down
for them to see, making use of word changes, using non-verbal communication, and
changing the topics or using the tourists’ languages. They also reported about
problems with their recording. They solved the problems by using high technology
devices. One big problem for them was that they had different class schedules and
they seldom had the same free time period so it was very hard for them to meet. They
dealt with the problems by sharing the group responsibility and working on weekends

instead. Extracts from some groups of participants demonstrating this domain follow:
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Extract 22.

Group 2: ... we had some problems while getting the job done. We often had the
problems in our listening skills. We did not often understand what they were saying.
However, we tried to solve the problems by asking the tourists to repeat what they had said
and asked them to speak more slowly. Also, when the tourists didn’t understand us, we gave
them further explanations with our own words. The other problem was that the sound of our
recordings was quite soft and we did not hear the tourists’ voices properly when we opened
the clips to check our work. To deal with this difficulty, we decided to download all the
clips into a laptop and tried increasing the volume.

Extract 23.

Group 4: We faced many problems while using English. Our pronunciation is not so
good and clear and we sometimes could not“understand some difficult vocabulary. We
sometimes could not think of'the vocabulary to use-while talking and we were too excited to
speak in English. Moreover, we tried to refax and reduce our excitement when talking with
the foreigners in English and” tried to| use English naturally without worrying about
grammatical errors. We -encouraged each other to speak English.

Extract 24. :

Group 5: The other problem was tha‘é*we were seldom free at the same time to get
together. However, we solved the preblem by sharing responsibilities. When it was the time
to meet and each membegr'got his job dene; we met and put each task on the table and started
to go through each part together to investigate if it was correct, appropriate, and relevant.

8. Talks and discussiong; Most of _tlhélparticipants mentioned that they often
discussed the project with the other membefs;__of_the group. They started by talking to
each other in the group to get a clear undefsténding of what to do to carry out the
assigned task. They: discussed effective steps to carry out the task and sub-tasks.
They often discussed ‘many optional ways to collect the information, to get some
suitable media, and present their work effectively. They discussed sharing group
responsibilities“and how!to_handle the tasks. They said that they also discussed the
problems they faced at tourist sites to find ways to solve them during their interview
work. They also got.ta “discuss | fixing“the problems with their recordings of the
interview that seemed to be unusable due to the operational errors of the devices
they were using during the interview. Extracts from some groups of participants

demonstrating about this domain follow:

Extract 25.

Group 3: As soon as we got the assigned work from the teacher, we all sat down and
discussed the work plan, the time, date, place, tourists to interview and how we would share
the responsibilities.
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Extract 26.

Group 4: We brainstormed on the brochure design and content to get a nice brochure
presenting a tour to the tourists. We also discussed what and how to present our project to
the whole class. We discussed finding an interesting way to launch the tour package. Each
member of the group shared different ideas since we were not technology experts and each
program was very complicated and difficult to deal with.

Extract 27.

Group 5: As soon as we got the assigned work, we discussed the questions to ask
tourists and the information we needed from the tourists so that we got the relevant
information which was useful for our wark. During the interviews, some of the tourists we
interviewed could not understand all the questions'so we got to talk and share ideas to get
new and correct questions that we hoped would work.

10. Task quality concern. The last issue_mentioned by all the groups in their
logs was about their task gquality concern. Most of the groups cared about the quality
of their work. They wanted theirwork t0 be the best and they often compared it with
that of the other groups. They usually worked hard to get pleasant, accurate language
in their work (questions t@ ask tourists in order to get the needed information they
want, nice and promotienal language to but in their launched brochure and software
program to use along with the work presen‘trat"i-on and suitable language to use while
presenting), and attractive products with H'i;cjhﬁltechnological performance for their
work. Extracts from some groups of partip'ipénts demonstrating about this domain

are.

Extract 28.

Group 1: There_was a lot to say regarding the creativity we applied this task. The
members of the group brainstormed ideas offering many new different ways with high
technology including thesimpressive waysto, get- and present the work so that our work and
product could be outstanding-and different from the other four groups. Each member was
eager to suggestiideas to apply to the work. We could say that each piece of work we
produced was.successfully outstanding and perfect.as‘you could see.

Extract 29.

Group 2: After that Khun Ying and Khun Khem made the PowerPoint presentation
with the design we all thought that would work well attracting tourists’ interest. We added a
relaxing sea green color and soft blue. We also posted tourist spots of natural environment
with real pictures of the places with relevant information. We got all the information from
interviewing some tourist guides we know, together with some information obtained from
actual brochures and internet websites. Our brochure looked professional, attractive, and
informative. It may not be exactly the same as the authentic professional one since we did not
have a large budget but it came with good quality.
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Extract 30.

Group 3: We needed a teacher to help with the grammar and the appropriate use of
English so we decided to put the sound in the movie maker leaving the overview part behind.
After getting the assignment from the teacher we needed to add the sound to this part, which
was quite complicated and time consuming

Extract 31.

Group 4: Finally, we ended up choosing the ProShowGold program which we
considered to be more appropriate for the time being since it was not so complicated but
interesting and we could add any tactics we wanted. In addition, we discussed making an
attractive brochure and we searched for more jideas and examples from the websites on the
internet. It took us a day to produce this brochuressince we focused on making it interesting
and attractive. To be more professional, Khun Doi‘recerded each member’s voice presenting
the tour package, and put them-in-the VDO_program.

Extract 32.

Group 5: We used a.PowerPoint presentation to present our work as the program
allowed us to create or put anysinteresting things such as motion pictures so that our work
could be more interesting and attractive. ~ ~ ©

— =t

2. The results of participants’ Iea-rnhing t,ask engagement analysis: A focus group.
2.1. The results of participants’ u§e of English to clarify their problems or

¢

add 3 K

solutions
The results of the analysis of patticipants’ use of English to clarify their problems or
solutions indicate that the number: of inte?é}cgtjonal features of participants’ use of

English to clarify thé_i_r problems or solutions was Iarge;fwith 111 turns out of 226,

which is about 50% bf‘the total turns, as illustrated in Figure 4.3.

Figure 4.3: Participants’ use of English to clarify theif problems or solutions
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As can be seen in figure 4.3, the analysis indicates that participants produced 9
features of attempts to prevent communication breakdown, 13 features of clarification

request, 30 of comprehension check, 11 of confirmation check, and 48 of language-
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related episodes. Among the five features of negotiation of meaning and language
related episodes, participants produced the highest number of language-related
episodes, followed by comprehension checks, clarification requests, confirmation
checks, and attempts to prevent communication breakdown, respectively.

Among those five participants with mixed ability, the more capable participants
(H1, M1, M2, respectively) produced a higher number of turns to clarify occurring
problems or solutions than the less capable participants (L4 and L5, respectively).

Their interactions were recorded, and their transcriptions and coded categories

are exemplified below:

Extract 1: (Unedited) J
Name Transeriptions Categories
L2 Number seven.. four.. .C-L-0O-V-E-S -
H What? 4 \ CR
L2 Four....... ' -
H Spell that ? T LRE
L2 C-L-O-V-E-S of garllc ~— -
M1 | Garlic (Repetition) # A -
H Garlic (Repetition) A -
M2 Four garlic? Lyt e CMC
L2 Yes. ) b 4/, -
M1 Er... I think that... see the garlic .. four pucture? LRE
L2 (Show hand gesture drawmgcnrcles) — -
M1 | Er.. e e -
M2 | Four small garlic2 ' LRE
L2 Garlic.. (Nedshex:head_and_talse&her_tour_fmgecs)_fgur. -
H One garlic? LRE
M1 One? | ' LRE
L2 Four... o - -
M2 Four (raising her four fingers) garliec and knife? LRE
L2 (Nods'her head) -
M1 O.K. -
L1 Number'seven? CMC
L2 Y €S som Finish? CPC
H Yes. -
M1 (Nods her head) -

** CR means comprehension check, CMC means confirmation check, CPC means comprehension
check, and LRE mean language related episode

2.2. The results of participants’ collaborative work with contributions and a
positive emotional tone, and participation in the development of the real-world tasks

with effort and application of ideas to the specific contexts of the real-world tasks.
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Recordings of real-world-tasks 1 and 2 were analyzed using the student engagement

observation checklists. The results are as follows:

Table 4.21: Participants’ observed behavior results

Indicators of level of engagement.
Code 5 = Most of the time (60/50 mins) 4 = Often (48/40 mins) 3 = Sometimes
(36/30 mins) 2 = Seldom (24/ mins) 1 = Not yet (0/0 min)

Descriptors Real- Fre- Real- Fre-
world | quency | world | quency
task 1 | (%) task 2 | (%)

1. Worked together to carry out the tasks*during 5 100% 5 100%
class.

2. Interacted within the.group-members’ 5 100% 5 100%

3. Shared ideas with ather group.members on the 4 80% 4 80%
assigned tasks

4. Discussed ideas abouithe assigned tasks 4 80% 4 | 80%

with the group membersdn glass:

5. Showed concentration o tasks A 5 100% 4 | 80%
6.  Showed interest.and enthusiasm 14 5 100% 5 100%
7. Were eager to initiate ideas 'f 4 80% 4 80%
Indicators of level of engagement. Code Yes=5 No=0
8. Planned the real-worldtasks , ) 5 100% 5 100%
9. Shared responsibilities s =3 5 100% 5 100%
10. Enjoyed the assigned tasks * — 5 100% 5 100%
11. Applied the ideas to the assigned tasks = 5 100% 5 100%
12. Produced creative tasks 5 | 100% | 5 |100%

Table 4.21 indicates that while carrying out reél-world task 1, participants
worked together to ca;ry it out during class, interacted within the group members,
showed concentration ‘@n tasks, showed interest .and enthusiasm most of the time (60
minutes). Theyoften (80% of the time) shared ideas, discussed ideas with the other
group ;members-on-theyassigned-tasks, andjshowed itheir, eagernesssto initiate ideas.
Moreover, they ‘planned‘the real-world task, shared ‘responsibilities;-and applied the
ideas to the assigned task and also produced creative results. In addition, they showed

enjoyment while carrying out the assigned task.

While carrying out real-world task 2, participants worked together to carry it out
during class, interacted within the group members and showed interest and
enthusiasm most of the time (60 minutes). They often (80% of the time) shared ideas,

discussed ideas with the other group members on the assigned task, and showed
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concentration. They also often showed their eagerness to initiate ideas. Moreover,
they planned the real-world task, shared responsibilities, and applied the ideas to the
assigned task and also produced a creative result. In addition, they showed their

enjoyment while carrying it out.

The result of the analysis indicates that the participants showed positive
engagement in terms of collaborative work with contributions and a positive
emotional tone, and participation in the development of the real-world tasks with
effort and application of ideas to the specific contexts of the real-world tasks, more
than the average value (>3.50/5.0) as illustraied.in table 4.22 and table 4.24.

Table 4.22: Level of participants’ learning task engagement in real-world-task 1

Recordings n Min Max Mean S.D.
Real-world 12 4 . 5 4.75 0.452
task 1 '

Note: n = Number of itémsin the student engagement observation checklist.

Table 4.22 indicates that participants's{hovyed their engagement in the real-world
task 1, at an average level of 4.75, which is much higher than the average value
(>3.50//5.0). The minimum lével of all items (12 items) was 4 while the maximum

level was 5.

One-Sample t-test was used to test the significance difference between the pre-
determined average value ((>3.50/5.0) and.the obtained value(4.75). The results have

been shown in table 4.23.
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Table 4.23: One-Sample Test result (Student engagement observation checklist
of real-world task 1)

One-Sample Statistics

Real- n Mean Std. Deviation Std. Error Mean
world task 12 4.75 452 131
1

One-Sample Test

Test Value = 3.5

Real- 4 95% Confidence Interval
world task "{-f . of the Difference
1 t df _S)g (2= . Mean Lower Upper
;ailed) Difference
9.574 F'/} ; Illl.001 1.250 .96 1.54

o 4 4

From table 4.23, thé tvalug of 9,574 from. the. t-test indicates that the value
(4.75) obtained from the esti'KonrJaiFe, ng' average, was significantly higher than the
determined average value ((>3.50/ _55(5). J

e
Table 4.24: Level of partig'bqnts;f'learn}'gfg;jask engagement in real-world task 2

b
Recordings n _-.Min _:;[;M_az( Mean S.D.
Real-world 12 4 5 S 467 0.492
|~ v |
task 2 wd et

Note: n = Number of items‘in the student engagement observation checklist

Table 4.24 indicates that participants showed their engagement in real-world
task 2,7at ansaverage levelof:4.67, which was, /muchhigherithan the average value

(>3.50/5.0)." The minimum level of all items (12" items)“was 4 while the maximum
level was 5.
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One-Sample t-test was used to test the significance difference between the pre-
determined average value ((>3.50 / 5.0) and the obtained value (4.67). The results
have been shown in table 4.25.

Table 4.25: One-Sample Test result (Student engagement observation checklist
of real-world task 2)

One-Sample Statistics

Real- n Mean Std. Deviation Std. Error Mean
world task 12 267 292 142
2

One-Sample Test

~ TestValue=35

Real- 95% Confidence Interval
world task \ of the Difference
2 t df , + Sig.u(2- Mean Lower Upper
tai__l.eld) Difference
8.208 y ﬁDl’f 1.167 .85 1.48

From table 4.25, the t-value of 8.20§jr0m the t-test indicates that the value
(4.67) obtained from the questionnaire, on aiérége, was significantly higher than the

determined average value ((>3.50/5.0). .

4.6. Summary

This chapter presents results and findings of the study in response to the research
questions. As for the rcourse components, it can be summarized from the findings
that the coursescontent centered on. language skills.and communication skills needed
by a tourist guide at work. The materials focused on audio-visual inputs with a variety
of accents: related-to thecourse; content.il-earners /acted «as danguage users. The
language, skills ‘centered on ‘speaking and listening. Furthermore, the focus was on
English as a lingua franca rather than the English of native-speaker standards. The
purpose-related tasks were the simulations of communicative tasks required of the
target setting that were two pedagogical tasks and two real-world tasks. For the
teaching methodology, task-based language teaching was used. In addition, direct

performance-referenced test was as a means of evaluation.
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Regarding the effectiveness of the course, the increase in the scores of the
participants’ post-test was statistically significantly higher than those of the pre-test
which means that the oral English communication ability of the participants improved
significantly. The magnitude of the effect size was also large, indicating the large size
of the developed course effect. In terms of student engagement, the overall results
indicated that the participants quantitatively and qualitatively showed more than
average positive engagement in terms of their use of English to clarify problems or
solutions, collaborative work in groups with contributions and a positive emotional

tone and participation in the real-world tasksawith effort and application of ideas.

In conclusion, the developed English TFaurisi-Guides course using a task-based
approach in an English classroom for Chiang Mai Rajabhat Unversity tourism
undergraduates could gnahance their oral English cemmunication ability and their

learning task engagement.

The final chapter will ¢over_ the summary, discussion, suggestions, and

recommendations for furtherstudy.



CHAPTER V
SUMMARY AND DISCUSSION

5.1. Summary

The present study has two main objectives: 1) developing the course, English
Tourist Guides, for Chiang Mai Rajabhat University undergraduates based on the
related literature, and the needs analysis; and 2) evaluating the effectiveness of the
course by investigating participants’, learning achievement and learning task
engagement in terms of using English i0.clarify their problems or solutions,
collaborative work in group with contributions and a positive emotional tone, and
participation in the developmeniof the real-world tasks with effort and application of

ideas to the specific contexis ofthe real-world tasks.

Participants in the'needs analysis were tourist guides working in Chiang Mai,
English teachers who usually teach the ie'-;(isting course, and Chiang Mai Rajabhat
University alumni who took the existing course when they were students. Participants
in the main study were ffourth-year tourism students. Twenty-four participants
completed the course. The main study started during the first semester of academic
year 2010, from June to September. The total’"h'umber of the course hours was 36 in

12 sessions.

There are twormain—paris—of -thesiudy:couise development and course

implementation and evaluation.

5.1.1. Course development
In order to develaop the course, the related hterature was studied. Then a needs
analysis was conducted to obtain the needs for the course. After that, the course was
developed based on, the information obtained from the two aforementioned sources.

The details are described below.

1. Needs analysis
A needs analysis was conducted to obtain the needs of participants required in their
target situations regarding such components as target language use, target language
use tasks and needed skills. The instruments consisted of a documentary study and

semi-structured interviews.
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1. The documentary study was done to investigate relevant information
related to the study’s context, including the current role of English and language
knowledge, language skills, and the communication skills needed by a tourist guide,
as well as the university’s needs.

2. Semi-structured interviews were conducted with 5 tourist guides working
in Chiang Mai Province, 4 Chiang Mai Rajabhat University alumni who took the

existing course, and 2 English teachers who usually teach the existing course.

2. Course development
The English Tourist Guides course was developed based the related literature, and the
needs analysis. Task-based languageslearning was the underlying principle in
designing the teaching®metheds: The content of ‘the lessons, course materials,

activities, and course assessment were based mainly on the needs analysis.

The developed Couise and all instruments were validated by three experts in
the field. After that, one miodule with two sample lesson plans was piloted with 30
participants having similar characteristics with the participants in the main study.

The developed course was adjusted-'acbording to the experts’ comments and

suggestions, and the results of the pifot study."‘ )

3. Course implementation and evaluation
The course was implemented with 24 fourth-year tourism students of Chiang Mai
Rajabhat University “_who were the participants In the main study, for a whole
semester of four months with 14 sessions of three hours each. The participants were
randomly assigned to 5“groups_of one _high-, two._medium- and two low-score
achievers per group: Qne of these.5 groups was lrandomly selected to be the focus
group for the Investigation to obtain the in-depth qualitatives and quantitative
information of the participants’ learning task engagement via recordings.

To'evaluate the effectiveness of the developed course both qualitatively and
quantitatively with the focus group and the whole class, a number of instruments were
used to investigate participants’ learning improvement and learning task engagement.

The instruments used and their timing are summarized below.

1. The oral English communication ability test was administered before and
after the course implementation to evaluate the participants’ learning improvement

quantitatively.
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2. The magnitude of the effect size was calculated quantitatively to determine
the relative magnitude of the course or the size of the course effect.

3. Participants’ interactions among the members of the focus group were
recorded during the course implementation to evaluate their learning task engagement
qualitatively.

4. Students’ engagement observation checklists with recordings of the focus
group were used during the course implementation to evaluate the participants’
learning task engagement quantitatively.

5. Students’ logs were used with the whaole class and gathered during the course
implementation to evaluate the participants” leaiming task engagement qualitatively.

6. The engagement questionnaires were distributed to all participants to rate
each aspect after the ceurses implementation to evaluate their learning task

engagement quantitativelys

5.1.2. Findings

5.1.2.1. Course develgpment
Research question 1: What components should be incorporated into the English
Tourist Guides course, using a task-based approach?
The final product of the study“is the English Tourist Guides course for Chiang Mai

Rajabhat University students and-its components are as follows:

1. Course content
The content of this course consists of task content and language content. The typical
content for this course is.the task content of the real-world task of leading a tour and
launching a tour package which'meets the‘needs analysis together with the facilitating
pedagogical closed-tasks and simulation tasks. In addition, the language content of
relevants language /skills .and-eommunication~skils srequired-by-a tourist guide are
included. Moreover, the selected‘pedagogical tasks and real worid-tasks are recurring
and contain the characteristics that can enable learners’ oral language proficiency in a

spiral manner.

2. Teaching and learning activities
2.1. Materials for this particular course
The materials for this course are the input-providing materials which contain the

characteristics that enable learners to notice the language of their interest, which is
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associated with the particular discipline of a tourist guide. They are materials that are
comprehensible and meaningful to learners, present a holistic view of dialogue
communication in its specific context, and activate learners’ lifelong learning. The
materials for this particular course are 1) authentic models of English audio-visual
inputs with a variety of accents associated with the selected language functions and
tasks, 2) authentic reading inputs with tour plans and itineraries, 3) learners’
interactions, and 4) related internet websites.
2.2. Teaching methodology

The underlying methodology used for this‘course is task-based language learning.
The framework for task-based lessons covers-pre-task, task cycle, and language
focus. At the pre-task stage, at the very first phase, learners are explicitly
introduced to the languag@e skills and communication skills needed by a tourist
guide, and they are expesed<to the _audio-visual models presenting how those
features actually work harmoniously tn* real communication. In addition, they
have the opportunity” tosexperiment and use the accumulative language and
communication skills they have learned in the previous phase to carry out the
enabling of information—=gap tasks. At_' the task-cycle stage, learners act as
language users using English - to carry drulit”tpe task. They need to speak English
substantially to get the task dene. Group”' work is the key performance. At
language focus stage; learners examine, diSbiJés and.clarify problematic language
or linguistic features from Inputs or clips of their work. The teacher may need to
explain the problematic features. Extra practice may be required if necessary. For
the skills to be focused-on, listening and speaking skills are the focus of this
course; as determined by the needs analysis and related studies, these are the core

skills for a tourist guide. For English used, English as a lingua franca is focused.

371 Student evaluation
The evaluation of this course is authentic and uses a method that can evaluate the
learners’ competence of what they need to perform in their future career to ensure
the accuracy and validity. The evaluation of the course focuses on learner’s ability

to carry out the tourist guide’s tasks at work. Direct performance-reference tests

with role-play simulation tasks as a tourist guide are applied in the evaluation for

both formative and summative tests.
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The evaluation also caters to the dimensions of English as an international
language. The oral English communication analytic rating scales evaluating learners’
language skills and communication skills are used. In addition, learners’ self-

evaluation and peer evaluation of their work are done during learning.

5.1.2.2. Course evaluation
1. Participants’ learning achievement
Research question 2: How effective is the English Tourist Guides course using a

task-based approach?

Research question 2.1: WIill the scores of ine Students’ post-test be significantly
higher than those of the pre-iesi?

The results of -13.090 from i=test indicates that participants in the study had higher
scores in their oral English communication ability posi-test at a significant level

(p < .05). The t-value of'eagh scale from the Paired-Sample t-test indicates that the
participants’ post-test scores: in-.oral English communication, on average, were

significantly higher tham'their pre-test scores (p < 0.05).

Research question 2.2: What Is the magnitude of the effect size?. The effect-size of
0.87 from the calculation of the effect-size using t values and df=46 indicates a

large effect-size.

2. Participants” learning engagement

Research question 2.3: What is the degree of student engagement?

1) Results from thé analysis of the students’ engagement questionnaires applied
to the whole class indicated that participants showed their learning task engagement
in all selected features on the average level of 4.18, which is higher than the average
value (33.50/5.0).“The t-value of 9.888 from the One~Sample t-test indicates that the
value (4.18) obtained from the questionnaire, on average, was significantly higher

than the determined average value ((>3.50/5.0).

2) Results from the analysis of the students’ logs qualitatively indicated that
participants actively used English to clarify their problems or solutions,
collaboratively worked in groups with contributions and a positive emotional tone,
and participated in the development of the real-world tasks with effort and application

of ideas.
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3) Results from the analysis of the recording of participants’ interactions of the
focus group indicated the large number of interactional features of participants’ use
of English to clarify their problems or solutions while carrying out the information-
gap task, with 111 turns out of 226, which is about 50 percent of the total turns of
interactions.

4) Results from the analysis of the students’ engagement observation checklists
with recordings of the focus group showed their active engagement in terms of
collaborative work with contributions and a positive emotional tone, and participation
in the development of the real-world tasks/1.and 2 with effort and application of
ideas to the specific contexts of the real-world iasks, at the average levels of 4.75 and
4.67, respectively. The t-value of 9.574 and 8.208 of real-world task 1 and 2
respectively, from the One=Sample t-test indicates that the value of 4.75 and 4.67
obtained from the real-world task 1 and 2 respectively, on average, was significantly
higher than the determined‘average vaiue ((>3.50/5.0).

All these resulis indicate significant improvement in participants’ oral English
communication ability and. a high level “o_f participants’ learning task engagement,

thereby demonstrating the effectiveness of t:hé'-course.

5.2. Discussion
This study demonstrated how the English for the English Tourist Guides course can
be developed based en both literature review and analysis. Some distinguishing
features of the study-that have contributed to the course development and to the
participants’ improvements in their language, skills”and communication skills

together with theirlearning-engagement -are.discussed.

1. Course‘development

1. ' How"has-the“discrepancy hbetween the' infarmation obidined from the first
three tourist guides and the last two ones from needs analysis been resolved?
The English for Tourist Guides course has been particularly designed to meet the
needs of tourism students as participants in this study. Needs analysis is seen as an
effective tool for obtaining information that caters to the needs of a particular group
of learners. However, the information obtained from various sources may reveal
certain areas of diversity. That is to say there is a need to find more information from

other sources in order to triangulate the information so that the researcher or teacher
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can obtain the accurate and relevant information for the developed course. In this
study for example, the needs analysis of the language and communication skills and
their main tasks, obtained from the tourist guides working in Chiang Mai, is quite
different. Only two out of five participants (40%) mentioned planning and creating a
tour itinerary as one of a tourist guide’s tasks, understanding of native-English
speaking tourists’ pronunciation or accents as one of a tourist guide’s difficulties and
problems regarding oral communication, while group work skills and cross-cultural
awareness were seen as the qualifications of a tourist guide. These two participants
have their own tour agencies offering optional tailor-made packages to backpackers.
They need to lead the tour group doing everything as well as travelling along with the
tourists for long-term stays. Accordingly, this group of participants often have
experiences that include the mentioned difficulties, group work skills and cross-
cultural awareness, seeing‘these issues as being crucial for their jobs. Nevertheless,
60% of the participants peinted out'they did not have difficulty with capturing non-
native speaking touriSts jand understanding native  English speaking tourists’
pronunciation or accents. One reason may: be that their only responsibility is that of
describing spots of interest without being e_Xbbsed to more interactions with tourists.
It may also be due to their being professio.riélrs‘y_vith long-term working experience, as
one of them said that a tourist guide needed‘:more experience to cope with these
problems. Another reason iIs that they usually ’Iéad the tour with native speakers but
seldom work with ngn-native speakers.

However, the significance of including the tasks of creating and describing a
tour plan and itinerary, .the awareness of difficulties of understanding of native or
non-native English speaking tourists’ pronunciation or accents together with group
work skills and‘cross-cultural awareness as part of the content in this study, was seen.
The reasonsiare-asfallaws:

a) There have been some changes in tourist behaviors. The report about
international tourism trends by the World Tourism Organization ( 2004) revealed an
increase in individual travel (not organized) and non-native travellers. There have
been more and more people travelling alone or in groups seeking their own travel
through Internet websites. These travellers usually make direct contact with local
communities and they prefer accommodations in country houses rather than hotels.

b) As the participants in this study are all locals who have the potential to form

their own local tour agencies or work for local institutes welcoming tourists for a
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long-term stay, they may need to plan and organize tours and activities and interact
with tourists more in their local communities.

It has been found in this study that needs analysis for ESP courses especially
for the tourism sector should be drawn from various sources, including an analysis of
documents regarding future trends to increase the credibility of the interpretation of
the obtained data to ensure that the course will be able to fulfill the demand for

English at work places and learners will gain the greatest benefit from the course.

2. Why should the oral English eomamunication analytic rating scales be used in
this developed course?
Due to the significant role-of English as a {ingua franca, the needed language and
communication skills obtained from the needs analysis, and the washback effect, the
evaluation in this study_ fecused on the knowledge and language features that concern
intelligibility, negotiation Tfor'meaning, and communication skills rather than native
target-like skills with grammar; pronunciétion, and syntax. Instead more emphasis
was put on strategic competence in.communication ability, which is an important part
of all communicative use. Assessment was often based on assessment of ability to
carry out tasks in English: 4
The oral English communigation analytie rating scales used in this study were
adapted from 1) the validated oral English. communication rating scheme used for
the Test of English Cenversation Proficiency (TECP), at . Sanyo Gakuen University
(2002) to measure nen-native speaking students” skills, and 2) the selected standards
of English for occupations by the English Language Development Center (ELDC),
Thailand, indicating the heeded skills and knowledge for a tourist guide (The English
Language Development Center, 2006): The ratingScales were adapted to cater to the
significant role "of English as a lingua franca, the washback effect covering the
assessment of all taught language 'and communication skills. “Therefore, 11 scales
with level scores and their descriptions were obtained. The analytic rating scales used
may decrease the practicality. However, the analytic rating scales were believed to
increase the accuracy of the average score. They require greater demands in rating
than other, more objective, discrete point marking systems (Hughes,1989; Bachman
and Palmer, 1996 cited in Moritoshi, 2002). In addition, the test used in this study was
a criterion—-referenced test which is highly recommended to be used in task-based

language learning assessment (Nunan,2004). Its construct was specified based on
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characteristics of tasks in the target language use (TLU) situation. Therefore it is
worth using the analytic scales for the capacity to assess test takers’ oral English
communication proficiency in a range of prior performance criteria rather than
comparing test takers against each other, or against native speakers. The analytic
scales should be able to show what each participant can do and cannot do rather than
how much better or how much worse he or she is compared to another. By
considering the rating results, the test takers can see their strengths and weaknesses
and may adjust their learning later.

Take the participants’ samples of sco‘“‘rv_eip)e;rjormance, shown in Table 5.1, as an
example. The researcher, teacher or individual learner could obviously see what
participants could and cou|d not-do affer taking the course. The researcher can also
report both holistic resuj;.and e resul;s of each individual’s learning improvement
ts #from the& analytic rating scales. Furthermore, the

in detail from the re

performance profile can lde effectlye*ffeedback to each individual learner as is
illustrated in table 5.1+

&
?

Table 5.1: Part|C|pants sam Ies Qtscores~ -

The Englls Tour1§rGu1des cou = readsheet
1 2a | 2b s ] 5 6 | 7a | ™ 8 9 | 10| 11
— —t—
St. Gret | Intro™} Intro | Sma | Infor | Repl | Nego | NVC [fBack | Voca | Gr | Pr | CI
hes'iT o tech ’: ‘f
- g
Total | T2 T3 “[.3 T2 T10 s s T4 =~ T4 T4 | T4 | T4 T
1 Pre- 0 0 .0 0 4 3 4 2 3 2 2 3 1 24
Post- 2 2 8 2 9 5 5 3 3 4 3 3 3 47
2 | Pre- 2 0 2 0 6 3 3 4 3 4 3 3 1 34
Post- 2 3 3 2 10 5 5 4 3 4 4 4 4 53
3 | Pre- 0 0 0 0 4 2 2 7 2 2 1 2 0 17
Post- 2 -4 3 2 9 3 4 3 3 3 2 3 1 40
4 Pre- 2 1 0 0 3 1 0 2 1 1 1 2 0 14
Post- 1 3 1 1 7 4 5 3 2 3 2 2 1 35
5 | Pre- 0 0 0 0 6 3 1 3 3 2 1 2 1 22
Post- 2 2 3 2 10 4 4 4 4 3 2 2 4 46
6 | Pre- 2 2 2 0 2 1 0 1 2 1 1 2 1 17
Post- 2 3 2 2 7 4 4 4 2 3 1 3 3 40
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Furthermore, the analytic rating scales can also help the researcher or teacher to
analyze and discover what language elements have been improved and what elements
have not. As a result, the researcher or teacher may be able to diagnose and adapt
their teaching to better fit the further needs of the course later. Figure 4.2 and its
descriptions on page 155 in Chapter 1V, exemplify the benefits of the use of the
analytic rating scales in this study.

From the Figure 4.2 (page 155) it can be seen that sub-scale 2a with the degree
of hesitation of introduction (from 1.67 to 2.56), sub-scale 7a with the ability to use
NVC to convey or enhance meaning (from 2:2.io0 3.2), sub-scale 7b with the ability
to use back-channel feedback (from 2.0 10 3:L1),="Scale 1 with the ability to initiate a
greeting appropriately (from 1.26 to 1.92), and scale 10 with their pronunciation
(from 2.02 to 2.82) improwved slightly.  This may have been due to the following
reasons:

a) The participants” were ‘familiar with greeting others and introducing
themselves and they often wse these skills as they seem to be the primary requirement
for any student when lie/she presents his/her work. Also, these two skills usually
occur together. Self-introduction usually in_flm;x-ediately follows greeting and students
have practiced using them in.that Way..’Ahq_ it may have been the participants’
excitement and nervousness that reduced their‘:scale level in their pre-test. From this
we may infer that the\participants in this sfudy’\)vere less excited and nervous but felt
more relaxed doing their post-test.

b) The nonverbal communication and the backchannel feedback are universal
language features and research has suggested that between 60 and 70 percent of all
meaning is derived from nonverbal behavior (Hindre, 1979). Accordingly, the
participants” use of nonverbal communication and the backchannel feedback in the
pre-test-and:post-test im this studyydid:not:differ greatly. However, (it has been noted
that the ponverbal communication " the participants used™ during their pre-test were
often in a passive way, such as nodding their heads, looking at the rater or leaning
towards the rater while listening and finger pointing, hand raising while speaking.
For the backchannel feedback, they usually say “Yes”. By contrast, they produced
more language and they used a variety of nonverbal cues such as head movement
body movement, eye contact, hand movement drawing object/ thing to enhance the
meaning of the conversation. In terms of backchannel feedback some alternative

“Yer’ ’Aha’, ‘Right’, “Ah!”. ‘Er-hue’ emerged during the conversations. However,
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there were no backchannel feedbacks such as  ‘“Wow’, ‘Excellent’, ‘Right’, * That’s
great’, ‘1 know’,”Good, good, yeah’, “‘Great!” , “‘Oh, good’, *Of course!’, “Yeah’, ‘Oh,
Right’, *Ahhh! Fun!” that they had exposed to. This may have been due to their lack
of language command and / or their cultural inhibitions and individual personality as
it is said by the research that nonverbal communication is based on arbitrary symbols,
which differ from culture to culture. Also, the participants may not be familiar with
them and did not practice using them in their learning.

¢) The pronunciation and accents often differ from one individual to another and
cannot be changed easily. Also, the course implementation took only 12 sessions with
36 hours of instruction so it is impossible for.them to improve their pronunciation
significantly. However, their pronunciation improvement could be evidenced by the
fact that the language they produced was more intelligible.

d) It can be noticed'that the participants™ ability to close a talk appropriately
improved significantly while their ability to initiate a greeting appropriately did not.
The scale evaluating ability to close a talk appropriately used in this study included
the requirement of the provision of the éppropriate reason for closure and bidding
farewell for a tourist guide. These Ianguage.; features may be new to the participants.
Moreover, they were not familiar with bid.afihg‘__farewell and especially the provision
of the reason for closure and they- seidom us’ed-'them even in their native language.

From the analysis of the participants". I'ériguage performance obtained from the
analytic ratings in thiSstudy as exemplified above, It can'be seen that the teacher may
be able to diagnose what is going on and what he or she should do to best benefit his
or her teaching.

It can be concluded that as-the assessment-is the crucial part in learning, the
ESP course developer or teacher may need to adapt or create his own assessment tools
that are“relevant; makersensesin the specificicontexts; follow the washback effect and
fit the type of test Used. Despite the fact that using the analytic rating” scales is time
consuming and demanding, it may be worth using with criterion-reference test to
investigate learners’ “Can do” proficiency. In addition, the analytic rating scales may
be an effective tool providing vital detailed information about learners’ improvement

which benefits both the teacher and learners.
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3. Why is task-based language learning suitable for this new course?

The English Tourist Guides course was developed based on the literature review and
the needs analysis. The underpinning theories and principles of language acquisition,
the input, interaction and output hypothesis and task-based approach together with the
needs analysis were incorporated to construct the course framework yielding the
relevant and effective course components. The developed course was for Chiang Mai
Rajabhat University tourism students whose English level is low and who are not
familiar with task-based language learning. Therefore, the course was designed in a
way that enhanced the merit of the course/fostering learners’ language acquisition,
motivation and encouragement together with“learning task engagement. The course
components (ingredients) were. carefully selected and designed based on the
underpinning theories and the needs analysis.

The researcher developed the inputs as the materials used in this course. They
afforded the participants mch inpuis of thetarget language. They were the inputs that
provide greater expostre 0 the target language (English for a tourist guide) with
linguistics and non-linguistics. The authentic materials used in this study were
considered, selected, and" developed bas_ed on the belief of the effectiveness of
comprehensible inputs with receptive skillsr,v;aUghenticity of exposure and the evidence
of listening and speaking skill foeus for & toufist guide. As a result, many audio-
visual inputs with a\variety of accents co‘n.téi.ning the/needed language features,
functions, and expressions together with authentic brochures with substantial samples
of tour itineraries were included. These input-providing materials were carefully
selected and adjusted to-fit the participants’ level of proficiency, their needs, and

serve the goalsf learning in order to make them comprehensible.

The course content (task content and language content) and,activities for this
course have peen graded according to the complexity of the tasks and designed in a
way that scaffolded and motivated learners as much as possible. The individual
activities and tasks reinforced each other and developed students’ learning
achievement in a spiral manner.

The tasks in this course were both input-based and output-based. The
participants were exposed to the inputs (audio-visual clips and authentic brochures
and tour itineraries) and did consciousness raising activities which activated their

consciousness of the language (including vocabulary and pronunciation). Such tasks
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were effective both for practicing listening comprehension and as a means for
presenting new linguistic material to students (Ellis, 2009). Then they completed the
closed tasks and simulation tasks with similar topics making use of their own
resources, both linguistic and non-linguistic. The real-world tasks were output-based.
The participants used their existing English resources to carry out the tasks both in
and outside class in real situations. The participants always knew that the main
purpose of the task they performed. In addition, all the learning tasks resulted in
linguistic activities and there was a large amount of English production. The course
emphasized meaning over form and proviced.the participants with opportunities for
natural language use (real spoken language)~making use of their resources. The
participants usually worked in. small g'Jroups which Tfacilitated learner-centeredness.
The teaching and learning.also.focused on form. The consciousness-raising activities
including corrective feedback nere done in the contexts of communication activities
at the pre-task stage and‘the language focus stage (post-task stage). In addition,
recasts (negative feedback) which were sald to be attention to language form were
found during the participants’ interactions whlle carrying out the tasks.

The selected teaching methodology '_of task-based language learning with the
selected key features used in this study mfﬁohed the needs analysis and principles of
communicative competence as shown in table 5 2

Table 5.2: The matchof teachlng methodology needs analy5|s and communicative

competence
TBA features ’ Needs by the alumni €ommunicative competence
Meaning primacy No immediate error correction, The language knowledge of
: - communicative competence,
which emphasizes meaning
fulfillment of the language
Authenticity of exposure More ‘authentic'language, Pragmatic knowledge
Target language use More conversations in class
Strategic,competence
Speaking English on their" favorite |=requiring “learners to make use
topics of verbal and non-verbal
communication in an attempt
Real-world related tasks Group work practice in real | to getthe job done
Group work operation. situations

The performance test, the test task used in the assessment part required that
learners utilize the languages skills, functions and communication skills they learned.
The test task was similar to the tasks they did while learning and was the one they

need to do in their future careers so they were familiar with the test task to some
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extent. Many of the participants shared that the test task was both familiar and
challenging for them. They were much less excited but had much more fun doing it
compared to their pre-test. To sum, the developed course provided tasks tailored to
the participants’ proficiency level and needs and it fostered the value of the selected
input-providing materials. In addition the course included form focus investigating
the participants’ problematic linguistics and the assessment which followed the
washback effect.

The components of the course, as mentioned above might compensate for
some of the criticisms of TBT regarding .the inaccuracy of the interactional
language, the inadequate coverage of gramimar, limitation of attention to form,
vocabulary and pronunciation ignorance, and the emphasis on the output rather
than the input ( Ellis, 2009). Fhis developed course provided that the participants
be exposed to the neededlanguage at the pre-task stage. In addition, problematic
language features were Jdiseussed and explained in the language focus stage.
Moreover, the audio-visual inputs with their scripts provided substantial relevant
grammar and pronunciation in contextswhich enhance their comprehension and
allow the students to see how those feaftjfes work in a particular context. In
addition, the tasks in thig course Weré;;b"o}_h input-based and output-based as
elaborated above. Regarding the impoverished interaction issue, it has been
discussed under the topic, “ The issues cdhbérning participants’ use of English”

on page 172.

Moreover, the.components of the course also campensate for the deficiencies
of the irrelevant and ineffective English.icurricula offered in Thai educational
institutes as mentioned iin the background of the study in Chapter one. First, the
course is precise and caters to thespopulace’s needs. Second,.the course content
contains both language and Communication skills needed in real situations. Third,
listening“and speaking skills which are used most in the workplace are the focus of
this course. Fourth, the learning activities promote a considerable amount of real
spoken interactions both in and outside of class. Learners take on the prime role of
language users using substantial amounts of English. Fifth, the method of learning in
class emphasizing meaning appears to enhance language acquisition. Sixth, the course
caters to the dimensions of English as an international language. Finally, the direct

performance-referenced tests employed in this course follow the washback effect.
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2. Course effectiveness

1. Why does the new course yield a large effect size?
It is obvious that this course was very fruitful and challenging for the participants.
The analysis result revealed the large effect size of the course. The possible reasons
for this are listed below.

a) The intensity of authentic exposure.

The participants had opportunities to be exposed to authentic comprehensible
inputs with audio-visual VDO clips, containing language knowledge, language
features, and communication skills. 'In ~addition, peer interactions including
negotiation of meaning together with reeasis*“emerging during interactions are
evidence of comprehensible input that helped develop their oral performance.
Through these comprehensible. inputs, participants may notice, internalize, and may
notice some small chunks“of language <"]f their interests incidentally. They also used
those language skills in their presentation and their oral performance test to convey
and enhance the meaning in their,__,cdnvei:?Sa;jon, which, in turn, enhanced their oral
English communication™ ability. Accordfn_g to Ellis (2003), redundancy in input

facilitates both comprehension and :'acquis-:i_'ﬁg)ﬁ". The following extracts (unedited) are

Ai

-

the supporting evidence found in this studyi"

Extract 1. During the p_e_r_fo»rmance te;f;.,([:'anguage skills)

Sentence/phrase/vocabulary L] Sources
S1 | “ Do you have any/questions before we start?” L Audio CD
“Are you ready?” I Have you been there before?” - Peers
S10 | “ You want to try? (these costumes)™, “ They are so cute”, Teacher
S5 | “Isuggest you call Reclining Buddha” Clips
“1 am your tour guide” Clips
“ 1 am sofry” * What you think about the weather in €hiang Mai™ Peers
S2 | “ Are you feeling wide awake?” Audio CD
S6 | “I hope you'enjoy with me and hope to see you again next time” Peers
S8 | “Do.you have.any guestions.before we start.to present you?” Audio CD
“.0riginally, hill tribe home has two floors Brochure
S12 | “leunch box”, * No, not included”, “ we have breakfast for guests” Brochures
“I don’t know the word”, “ local food,” “ Normally” Teacher

S14 | “Sa paper is made from Sa Tree “ Do you know Sa tree”, “Pond from | Clips
wooden mallet”

“The design are flower....... dragon motive” Brochures
S13 | “Do you have any questions before | start?” Clips
*“ This is mahout” Brochures
“ We have mosquito spray.” Peers, teacher
“You can see er.. put coconut milk in the pot” Clips
S22 | “The mosquito is the animal eat blood” Peers
“Yes, um....” Peers

“ Everything is bamboo” Teacher
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b) The effect of the substantial practice of the oral English performance.
The participants had to learn and use English all the time during class. They used
English to carry out the assigned tasks to get the task outcome. Moreover, they had
the opportunity to use their English outside of class interviewing tourists and
conducting a tour in a real situation. Substantial practice using English both in and
outside of class may foster participants’ oral English communication ability. The
following extracts ((unedited)) are the supporting evidence found in this study.

Extract 2.

Group 2: During the interview work, all members shared the duties of asking questions and
talking to the tourists to get the needed information: Most of them were eager to talk with us and
exchanged knowledge and ideas. Also, when the tourists«didn’t understand what we had said, we added
explanations in our own words.For-launching the tour-itinerary, we added some information gotten
from actual brochures and internet'websites. We also had a chanee to speak English in class

Extract 3.

Group 4: Carrying.aut this'task, we had a chance to speak a lot of English. We needed to talk in
English all the time starting ffom job planning,-iﬁterviewing tourists, and presenting our work. In
carrying out the tasks, we talked with'the foreigners in English and we tried to use English naturally.

c) Participants’ motivation and relaxed mood. The course devoted less time
and effort to focus on grammar. The participants used English conveying the message
they wanted to convey without grammaticél,éf-'ror correction. This method probably
resulted in the student higher-motivation. In addition, the tasks might have enhanced
their motivation in-earning since what they practiced was what they would do in
their future careers. Also, working cooperatively among-close friends, they felt safe,
supportive, and engaged in learning. The previously mentioned relaxed environment
of teaching and learning-may, have, .established , participants’ motivation, self-
confidence, and a-“feeling®of trust, ‘which in' turn, 'enhanced their oral English
communication ability. According to Gardner (£982), motivation and situational
anxiety“is one of the “four individual differences whichis believed to be the most
influential in second language acquisition and an important factor in L2 achievement.
Moreover, Weiss and Pasley (2004) point out that teaching strategies, such as
collaborative learning, are key factors in promoting engagement and achievement in
the classroom. Also, the selected instructional strategies which meet the academic
needs of all students are key factors in promoting engagement and achievement in the
classroom. The following extracts (unedited)) are the supporting evidence found in

this study.
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Extract 4.

Group 1: We had difficulties in...... However, difficult situations like this provided us the
opportunity to practice solving problems and it turned out that we made a good relationships with the
tourists we interviewed. We saw that this piece of task was very impressive as we got great cooperation
from all members who made suggestions, comments, and discussion including work analysis which, in
turn, promoted the success of the task.

Extract 5.

Group 2: We were very happy talking with the tourists. At first we planned to interview 5
tourists but it turned out that we interviewed 7 because we had fun and it was a win-win situation
doing so. We all got the big benefits carrying out this task.

c¢) Gaining more skills from learning

The participants in this study were explieitly provided the relevant knowledge
of language, language features of relevant —expressions, and communication skills
including negotiation of*meaning features and backchannels needed by a tourist guide
at work. The communicatign‘skills and some language features and expressions such
as introduction, smalltalky and Ieave taklng with reason for closure followed by
bidding farewell, are ot eommon for _them They were not familiar with these
features and had hardly tsed tHem even An ‘their native Thai language. Accordingly,
very few participants used them.in their pre -test, which in turn, decreased their pre-
test scores. During the implementation, papﬁlc_lpants were usually aware of including
those language features and language funciprfé in their talk or presentations. Using
these language features repetitively may ha\'/e'»éctivated participants’ use of them in
their post-test, which in_turn, dramatically increased- their scores. The following

extracts (unedited)) are-the supporting evidence found if this study.

Extract 6.
S1 Pre-test Post-test
S: Good afternoon (Afternoon) lady S: Good afternoon , lady. Er..welcome to Chiang Mai. On behalf
and gentlemen.. we..we... we will go... of Thammaraj Tour, may | introduce myself, er.. my name is
going to.. Borsang Village ( 0.K.) Wi...., and you can call me Nan, and you?
Borsang is.one of Chiang R:_My name is Nittaya
Mai......, em.... it..em. ..=nany, S¥Nice to meetyou
handicraft R# Nice.tormeetiyou!,tod.
R: Oh! There are a lot of handicrafts S: Is this your first time in Chiang Mai? (This is my first time
available travelling to Chiang Mai and I’'m very excited). Yer, today will
S go to Borsang Umbrella. Er.. you can see..er.. umbrella.. er ..and
R: This is a big umbrella. the wood..er.. the..er the mango wood (Mango wood?) Yer, er..
S: Yes. are you ready?
R: What is it? R: You use the bamboo to make the wood frame (Yer) They work
S: Em..... in team
bamboo,....... bamboo........ S: Pardon?
R: Sapaper and bamboo frames) | i
S: (Nodding ) That is Sa paper ......... R: So they are locals (Nod) The process is complicated
R: What is Sa paper made off? Sl Again please.
SIEr i

bamboo.....c.ooviiiiiiiinn, R: Are they local people?
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......................................................... S: ......(puzzling look leaning her face towards the rater)...

S: Small....big.....medium |

R: Medium size R: Cotton ?

S: . (SmIling).eevivii i S: Cotton, yer. O.K. er.. now come to the end for tour today er |
hope you enjoy and I hope you to see you again... er... good
luck bye...bye

Extract 7.
S2 Pre-test Post-test
S: Sawaddee kha. My name is panida | S: Hello, welcome to Chiang Mai. My name is Ta. | come from Ta
Pumee tour... er... I’'m your guide. And you, what’s your name?
R: Nice to meet you R: My name is Nittaya
S: Er... my present er hill tribe .. er S: Em... is this your first time in Chiang Mai?
hilltribe locate on the mountain R: Yes, this is my first time travelling to Chiang Mai and I’'m very
in Chiang. Hill tribe living in excited
provience Chiang Rai Mea S: Ohl, O.K.ves. Areyou ready? ( Yes) Yes, em... Hill tribe is a...
Hongsorn........... living on '.er, people live on the mountain. Em...hill tribe
R: Is it far? have...
S: Hill tribe em...................c;¢% W ——
R: How many tribes are R:+Do they use ga?
there?............ Lahu..... S Er, . again?
S: Lahu... Meow Kachin Muser®™ | .l i b e
....................................................... SiBracelet}
S: Small....big..... medium R Silverbracelet? (yes,) made of silver . Are they on sale?
R: Medium size St Idon’t understand
S .. R: /Do they sell these products? Do they sell... can | buy these
(Smiling)......coovvuie e products?”

e

. big-marketin Chiang Mai
8¢ Idon’t understand
R: The produqi§are cheap
S:=Yes. Cheap,,, on. mountain hill tribe sell ...It’s very cheap. O.K.
em... 1 hope you'enjoy this program with me and I hope to
see you-again.. O.K. em... have a good day, yes bye..bye
_{ - .(Thankyousamuch.. bye)

d) The contingéncy of task-based language key: features and principles of
communicative competence.
The teaching methodoiogy of task-based language teacrhing used in the course may
help foster participants’  communicative competence. The Key features of the task-
based language|approach are relevant to communicative competence. Meaning
primacy; fer example, <fits=with; the planguage cknawledge~o0fy communicative
competence, ‘which * emphasizes " “meaning fulfifiment of the langtiage. Similarly,
authenticity and tasks as the main means for learning fit with pragmatic knowledge,
while group work interaction using the target language to carry out the tasks fits with
the strategic competence requiring learners to make use of verbal and non-verbal
communication in an attempt to get the job done. Effective communication occurs
when the communicator possesses communicative competence. This is the key to

achieving successful communication (Xin, 2007)
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e) Participants’ learning task engagement

The result of analyzing participants’ learning task engagement revealed their active
engagement in learning tasks. Quantitatively, they showed much more positive
engagement than the average level. The qualitative analysis also supported the
quantitative results. According to Biter and Legacy (2006), students learn best when
they engage in learning activities since they can work together planning, carrying out
the tasks, making their own decision, and solving problems critically. Student
engagement is one of the crucial factors enhancing students’ learning ability
(Chapman, 2003).

2) Why does the new-course yield a farge.aegree of participants’ learning task
engagement ?
It is also obvious that this™ course fosters the participants’ learning task engagement.
The analysis result revealed the pariicipants’ active learning task engagement in terms
of using English to clarify their problems""'or solutions, cooperative work in groups
with contribution and a positive emotiohal ‘tone, and participation in the real-world
tasks with effort and application of ideas. The factors for success are described below.

2.1. Participants used a substantial ar_f}qUnt of English to clarify their problems
or solutions. This may be due {0 the nature of tasks, and the heterogeneous group
composition. The nature of tasks especially: f@r the closed task required participants to
use English to carry.-out the task to get the task outcome. To get the task done, the
participants needed te@ become involved in communication, planning, and discussing
using both verbal and' non-verbal skills. They were pushed to produce English

language, including negotiation of meaningio clarify their problems for solutions.

Furthermore, “the-~participantsin this study-were grouped heterogeneously in
terms of language proficiency. In addition, they«<were all non-native speakers. They
came with different accents, pronunciations, and-vacabulariesiyAs/ a result, a large
amount of their English usage to clarify their problems or solutions occurred during

their interaction in English. Regarding communication, the process of negotiation for
meaning functions as both a means of preventing conversational trouble and a repair

mechanism to conquer communication breakdown (Long, 1983; Long and Porter,
1985;, Porter, 1986; Young, 1984 cited in Oliver, 2002). Moreover, Gorp and

Bogaert (2006) suggest that from the qualitative analysis, social relations between the
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group members had a strong effect on the interaction in the group. (See Appendix K

for the supporting evidence.)

In addition, the group working nature of interaction may have contributed to
the large number of interactions. The participants worked in groups of five in carrying
out the task. Because of the nature of the information-gap tasks together with the
heterogeneous nature of the groups, as mentioned earlier, they needed to try their best
to get the correct information to complete the task sheets. If an utterance was not clear,
the remaining four members of the group might need it to be clarified. However, if the
clarification still did not make sense and the ether members of the group still did not
understand because of linguistic limitations, they.might try to find a way to figure it
out using English. Conseguently, it was possible that a single unclear utterance could
cause four clarification.requests: As a result, a lot of negotiation of meaning was
raised during their interaciions: showing a high level of engagement by the

participants.

2.2. Participants sworked actively“ih"groups with contributions and a positive
emotional tone. This may have been due to the meaningful tasks in a comfortable
learning environment. The tasks.were challenging and were arranged and managed
in a way that allowed students to support"' eé'éh other. The pedagogical sub-tasks
prepared them with vocabulary-and expressions that they could use in their role-play
simulation. Again, the role-play simulation fask prepared-them with the language and
communication skills -used in real-world tasks. Moreover, all the tasks in this study
were those which the participants may need to use ‘in their future careers. Such
learning activities smay, meet their needs, and interestsy-which-in turn, enhances their
task contribution and ‘the feeling ‘of fun. Heller et"al." (2003) suggest that drawing
connections between information taught and realslife, such as évéryday life, social
issues, and students’ personal concerns;.is highly effective in engaging students in the
lesson. Furthermore, the warm and relaxed learning environment was set while
conducting the course. This friendly environment may have encouraged their
engagement and a positive emotional tone as it has been said that “powerful
pedagogy and trusting relationships yield student engagement.” (Wikipedia, Student
engagement, 2010).
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2.3. The participants devoted a good deal of effort and applied many creative
ideas in participating in the development of the real-world tasks. This may have been
due to the opportunities of doing long-term intricate projects with a specific outcome
in group work, with the freedom of creativity. In carrying out the real-world tasks of
launching a tour package based on the result of the interview and conducting a tour
outside of class, the participants needed to put all their effort and application of ideas
into the tasks, which were complicated and demanding. They needed to do everything
by themselves, starting from planning, finding their own tourists, conducting their
work, and presenting their products to the class. They were also encouraged to work
at their own pace with the freedom of creatively applying technology with specific

outcomes.

It could also be neted ihat there was some competition on the task outcome
among the 5 groups of partieipants. As a result, their work usually came out with a
variety of application ofsideas. All 5 groubs shared their comments on their logs that
they usually put a lot of gffort and ideas'“into their work to get the best products to

show in class despite the very demanding tasks.

The evidence or assumptions above are.supported by Kearsley and Shneiderman
(1999), who indicate that the rofe of technél,déy, including software tools available
for analysis, design, planning,-problem-solving, and making presentations, enable
students to do sophisticated and. complex tasks that, in-turn, foster the kind of
creativity and commugication needed to nourish engageiment. The following extracts

(unedited)) are the supporting evidence found in this study.

Extract 8.

Group 1:"VAll the members of the group brainstormed ideas offering many new
different.ways.with high_ technology.including impressive ways to.get. and present the work
so that four product.could be outstanding, and different from the lother four groups. Each
member was eager to suggest ideas to apply to the work. The ideas were from their past
experiences, from their skills, and ability, etc.

Extract 9.

Group 2: Finally, everybody agreed to launch a special type of tour with the
combination of both the aforementioned tour types. For the brochure, we added a relaxing
sea green color and soft blue. We also posted tourist spots with a natural environment with
real pictures of the places and relevant and promotional information. We got all the
information from interviewing some tourist guides we know together with some information
from real brochures and Internet websites.
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Extract 10.

Group 3: Our creativity of this task was expressed through the “Movie Maker”
presentation which was more interesting than PowerPoint, and our brochure had a colorful
and attractive design giving the feeling of touching nature. The paper used was “ Photo” type
so that we got a nice, attractive and authentic-looking brochure. We were sure that anyone
who saw it would want to read it!

3.  What are the issues worth discussing concerning participants’ use of
English?

1. Despite the positive results that demonstrated the participants’ wide use of
English, including using it to clarify their preblems or solutions, they have produced
poor language. The following extracts (unedited))-are the supporting evidence found

in this study.

( Situation: The focussgroupswas planning, sharing and discussing ideas on the real-world task

1: launching a tour package. The were irying to-see which place was suitable for launching a tour)

Extract 1.

M2: How about your home?
MZ1: Nan Province'is a small...small provinece but'is a ....life style is a local and my village is

- DO make...makea .".a...and....make a........e.........
M2: Bamboo? ¥/
M1: Yes

M2: Bamboo...(Waving her hands signaling M"ll"'to say the name of that bamboo product)

M1: Bamboo( Shaking her hands.thinking of the English name of the product) is a.......

M2: Bamboo...er....( Turning to H1 forhelp) =

M1: Is a ..bamboe is made a product

M2: Handmade?

L1: Handmade product.

M1: Yer. The elder....elder and grandmother and grand father is a made bamboo.. is a
Kong( In That). Do you know ‘Kong’?

L2: Yes

M1: Kongsis produced s a . . o

L2: fish

L1: You put fish in?

M1: Yes...yes

M2:0h! Xer (Or; in Thai)

M1: And we/..\today iis a go to the riveris a........

L2: ( Act like'catching fish)

MZ1: Em.... Fishing

H1: Get fish in the river and you put....in...( acting like holding something in his hand)

L1: Fishing ( Looking at M1’s face)

MZ1: Fishing and fish is on ‘Kong’. ‘Kong’ is made of a bamboo

Extract 1 showed how the participants used English during their interactions. In
this context, the participants used their existing knowledge to carry out the task. Due
to their linguistic limitations and their reliance on the context, they produced their

own language which might be seen as impoverished. However, this does not mean
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that the participants’ interactions are of no value. In fact, the interactions may help to
develop their capacity to make use of their existing resources and their strategic
competence. It is clear for the extract that the participants were working on the
common understanding of the Thai word “‘Kong’ (a kind of fish container) building
collaborative knowledge. Also, it could be noticed that the participants were engaged
in working with their language experimentation while carrying out the tasks and the
interactions continuously. They appeared to be motivated to use their existing
resources including English and communication skills more and more and they could

see that at last, they could reach the final understanding and get the task outcome.

The extract may result In concern over grammatical errors and it can be
inferred that some participanis'may. notice some incorrect language usage from peers
and used it on later .@ecasions (during their presentation or during their test
performances). This situwation suggests that it is necessary to tackle structural and
lexical problems through activities that raise learners’ awareness of the target
language. However, there/have been 'different perspectives about addressing formal
features. Prabhu (1987) feels that the learners will incorporate those formal features
into their language while"carrying out the tasks and there is no need to raise their
consciousness on those linguistic features. The idea coincides with that of Krashen
(1985). Krashen sees that acquisition occurs as a subconscious process and conscious
learning doesn’t leadk to acquisition. Also the participants may gradually acquire
grammar as mentioned by Ellis (2009) that grammaticalization occurs gradually in a
dynamic process.

Other theoreticians’ with alternative view argue that the lack of form focus may
foster learners? fossilization-of the language that is noneradicable (Higgs & Clifford,
cited in Nunan, 2004). The grammatical consciousness raising activities should be
incorporated with ‘task based language linstruction (Nunan, 2004). However, Willis
(1996) has some interesting views regarding this issue. She points out that there has
been substantial evidence of learners’ error repetition even after being corrected many
times. She further states that learners may be able to produce language correctly but in
controlled situations and they fail to do so when using them freely. Pedagogically,
Willis suggests that learners should be set free using the target language in a
supportive atmosphere without feeling threatened. The extract from her written work

below may be seen as a benefit for English instruction.
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“ The proverb ‘Practice makes Perfect’, then does not always apply to learning grammar. And this is raised
another question. Should we really be aiming at perfection in our learners? If their only aim is to pass a grammar
test, then some exam practice, where conscious knowledge is applied, will probably pay off. But it is most likely to
result in fluency. In other cases, instead of aiming at the unachievable goal of perfection and failing short, might it
not be more realistic and useful to spend less time on practicing isolated patterns and more helping learners to
increase their vocabulary( words and phases being generally far easier to learn) and deploy the language they
have”

(Willis, 1996:5)
As this course was developed for EFL learners who are familiar with traditional

Thai teaching which often focuses on form, it should be worth to address problematic
language features in the ‘Language focus’ /part.of the instruction. However, it would
be better for both a teacher and learners io_explicitly examine and discuss those
problematic language or linguistic features in the communicative context in order to
foster their understanding..Fhose features should be those in the inputs or those that
have been produced by _learners while carrying out the tasks. This assumption is
supported by Ellis (2003) who'states that the consciousness-raising tasks may be used
and designed to draw learners? attention to a particular linguistic feature in a range of
deductive and inductive/procedures as a féature will not be immediately incorporated

into learners’ inter-language once it has been raised to their consciousness.

2. The study revealed that the participants in the focus group interacted with
each other constantly. This doesn’t mean.that_y every member in the group actively
spoke English all the time as the participants had lew, English proficiency and
different learning styles which may have influenced their learning behavior. In
addition, by the nature of group Interaction, and by the participants’ culture, they are
likely to be assigned a turnswait for their turns and leave some space for thinking and
mediating with" the.previous utterance(s).-However, it could be observed that the
verbal interactions circulated continuously and didn’t break down.and leave long gaps
of more than 'one-to-two minutes. Furthermare, 'learners ~demonstrated their
interactions, concentration, enthusiasm and eagerness to initiate their ideas by both
verbal and non-verbal cues, which could be noticed while observing their behavior via

recordings.

5.3. Implications
1. Task-based language learning: the issue of participants’ motivation, self-

confidence and relaxed mood
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From the findings of this study, the developed course using a task-based
approach, combined with the opportunity for language use for social interaction both
in and outside class in real situations, are recommended as the English course for
Thai students especially for the ESP courses. However, using English to carry out the
assigned tasks seems to be very demanding for them because they have linguistic
limitations and were not familiar with using English all the time to carry out the task.
Accordingly, it is strongly suggested that it is important to set a friendly and relaxed
learning environment and establish a close rapport with learners in order to activate
their motivation, self-confidence and relaxedsmood which in turns enhance their

learning achievement.

2. The issue of the communicatior{ skills

The results of the study.«revealed | that participants produced a large number of
negotiation of meaning featureswhile cérrying out. their tasks. However, it could be
noted that the negotiatien of meaning 'féétures they produced, such as “ Hue?” ,
“Ha?”, “Er...” .”You...” ora ge;;.lltur.e of raising a hand, or leaning their face
towards the interlocutor deyiate from the MC'(_V).meon features like, “ Could you repeat
that?”, “ Sorry, but | don’t understand”, “ What is....77, “ Do what?”, “ Blue?”, “ You
mean this picture?”, “ You know what | meah?j-v’, “Clear?”, “Does that make sense?”.
This finding suggests that to_prepare Iearn;i_s__j‘or the fast changing world business
with the increasing. Aumber of non-native speakers who come with a variety of
accents, pronunciatiens, the ESP courses in Thal university especially one which
associate with frontlineworkers who usually interact with tourists should consider the

inclusion of verbal, nonverbal communication features of multi-cultures. In addition,

from the result of this studycit can'be inferred that'language and culture will never be
seperated. However, it may be necessary for the researcher or teacher to find the most
effective way to stretch | their use of. _nan-verbal communication and backchannel
feedback'to effectively enhance their communication to serve the high proportion of
non-native speaking tourists, and the significance of the non-verbal communication
strategies as strategic competence. Therefore, there is a need for more practice in
using common English of negotiation of meaning features for Thai learners. This
study has found that exposure to authentic audio-visual clip models is one of the
effective ways. It may be most the beneficial if learners can be exposed to them as

much as possible for familiarity
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3. English intelligibility: an issue of its practicality
Despite the fact that Thai education treats English as a foreign language and Thai
learners seldom speak English regularly even in English classes, English teaching and
learning in Thailand usually emphasizes the native targets of grammar, pronunciation
and syntax. Because of global trade with the high proportion of non-native speaking
tourists relative to native speakers, English teaching and learning may need to prepare
learners to cope with a variety of “World Englishes” which inevitably come with
local linguistic and cultural influences affecting the way such English is spoken in its
L2 locations in terms of accents, structures, lexis, pragmatic features etc. (Jenkins,
2003). To do so, English teaching and learning in Thailand may need to place a
stronger emphasis on intelligibility to serve the situational relevancy of the vital role
of English as a lingua franea especially: in the business sectors. Learners’ logs reveal
that almost of the tourists.they.met were non-native English speakers and their accents
were very difficult to understand, - This study included the English inputs with a
variety of accents ofsnon-native speakers as well as the intelligibility of learners’
English. In addition, English intelligibility of learners should be put more emphasis
on promoting learners’ gonfidence, and \'{iéW of making mistakes as part of their
learning and a process that may: foster thei.r"r]énguage internalization. The participants
also shared in class that they were very happy;and gained more confidence as there
was no immediate grammatical error corre'c.t'i(-)ﬁ.- The result of the study might echo

the need for a focus ofr English intelligibility.

4. Alternative ways of evaluating learners’ language ability.
Ways of evaluating learners’ language®.ability especially for  oral English
communication ability may need to be reconsidered. The current evaluation system in
Thailand is based on grading. After.the evaluation, the learners are only informed if
they pass or fail the course and what grades they get: They never know the level of
their learning improvement or what they can and cannot do. They are unable to
diagnose their strengths and weaknesses which in turn may hinder their improvement.
Using the analytic scales assessing each language skill may be an alternative way to
enhance learners’ learning improvement and motivation since the scale rating can
illustrate the increase in scores of each skill being evaluated. Learners can clearly see
which skill has not been improved, which skill has been improved and the level of

that improvement. The pre-test and post-test outcome in this study may contribute to
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the conception of what this alternative assessment is like and how it contributes to
teaching and learning benefits. As Chiang Mai Rajabhat University usually offers
tourism students a series of English for Tourism courses, it may be beneficial to use
this alternative way of assessment for these courses. Long-term feedback to learners

might result in improvement in the areas in which they are weak.

5. The issue of the analytic rating scales’ practicality and subjectivities

As mentioned earlier, the analytic rating scales used in this study contained 11
scales. In spite of providing great benefit to both learners and learners, their
practicality and subjectivity have been ‘critiCized. However, these scales can be
adjusted for practical use.~Teachers may select.seme scales they want to assess in
some tasks but not others..Orthey may abandon-the scales that assess the language
features that are found unnecessary. Ta take this study as an example, as it is clear
that the scales of ‘Greeting’, ./ Non-verbal communication’, ‘Intro hesitation’ or
« Backchannel’ concern gkill§ which often come with language fluency. In addition,
they are skills that are uniyversal so.there may:be no need 1o assess these skills often.

For the issue of subjectivity, the teacher may need to apply multiple tasks and
assess each learner using'the analytic rating scales for those tasks and investigate if
the scores or improvement of those scales or skills are agreeable and triangulate each
other to test the rating subjectivity. This is also beneficial for both learners and the
teacher to see learners’ long-term development if the ieacher can apply the rating

scales continuously ta‘the course series.

6. ESP courses inThai university: the issue of practicality
English for specifie purposes has, beenrequired as a part of-.curriculum offered in Thai
universities including Chiang Mai‘'Rajabhat'University.'However, the content used in
those ESP courses seem to be broad"and does notseally cater to the'specific needs for
a particular 'purpose’ of.a specifi¢, group. of learners. The four language skills are still
the focus and are perceived to be crucial for learners. The teaching methodology may
not help foster their motivation, may not be the most effective way to achieve the
course goal, and the evaluation may not relevant. Despite the fact that ESP courses
have been taught in Thai universities for decades, Thai graduates’ English language
proficiency is still insufficient for the current era of globalization (Wiriyachitra,
2004). Therefore the practicality of the ESP courses offered in Thai educational

institutes may need to be reconsidered.
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To develop a course especially for the ESP curriculum, the researcher or teacher
may need to seek the relevant underpinning theories that support the success of the
course in a particular context. The needs analysis should be the starting point for the
developed course. The needs analysis should be from various sources of the current
practice and the future trends of the topic of the course. Moreover, the course
components, drawn from the needs analysis and the literature, and the course design
should be appropriate and fit the course context well. Furthermore, the researcher or
teachers’ creativity and consideration are not less important for developing the course.
The result of this study might provide some.insightful information and may shed
some light on the development of other-ESP“or EOP courses especially those

concerning the hospitality Sector.

5.4. Recommendatiens for further study

1. The qualitativednfogmation found from the results of the study shows some
evidence of participantsi#language notic"rrjlg and their use of those language in their
work presentation and pe@st-test. Accord-i.ng'ly, It would be very interesting to carry
out full scale qualitative reséarch to invesht’iglatae learners” language acquisition.

2. As the evidencerof scaffolding an__éontingency have been found from the
results of this study while participants were WQrking in groups using English to carry
out the assigned tasks, it should be interestir;é_'tp_ investigate how scaffolding creates
the contingency that.enables them to perform beyond their.existing current ability.

3. The findings-<0f the study indicate that inputs of learners’ interactions among
group members played-‘an important role as the comprehensible inputs that activate
learners’ acquisition and“faster their engageément. In this study, the members in each
group were mixed-ability in-terms Of language proficiency and they noticed language
from each other to some extent. However, it would be very challenging to conduct
similargresearch with a combination of both Thai and native groups of: learners.

4. As the results of the study indicated a great amount of negotiation of meaning
the participants produced during their talks and discussions, qualitative research
investigating a variety of negotiation of meaning features such as repetition, self-
repetition, overt or non-verbal signals may be worth doing. In addition, negotiation
of meaning features of different cultures should be interesting to study.

5. Replication of this study should be done in more or less similar contexts to

ensure the research validity.
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Appendix A
Interview with Tourist Guides

Part I: General information

Date and time Name Last name
Gender Male Female

Year of experience working in the field of tourist guide years
Contact number

Part I1: English language use domain, tasks and some necessary related-aspects for
tourist guides in the workplace as well as opinions on tourism trend.

1. What is your job description as astourist guide?

2. What are necessary language skill-é a tourist guide needs to have? ( listening,
reading speaking or writing) ’

3. What is the most peeded skill-for a tourlst guide? Why? (listening, reading,
speaking or writing)

4. What are the English language functlons (greeting, introduction, small talk,
giving information, describing spots of interest, adyice, suggestion etc.) used
by a tourist guide in the workplace?

5. Generally speaking,.are tourists interested in Thai local wisdom and
indigenous; knewledge?Should Thai touristiguides;include this kind of
knowledge in their presentations?

6. To what extent do you think the following aspects are necessary for tourist
guides?
a. Cross-cultural aspects

b. Understanding of non-native of English speaking tourists’
pronunciation or accents
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c. Use and interpretation of non-verbal cues such as facial expression,
body language, yawn or silence

d. Using communication skills such as asking for clarification (e.g. Could
you say that again? What? What did you say? What is Sushi?),
comprehension checks (e.g. Do you know what | mean?), and
confirmation checks (e.g. umbrella? You mean cooking school?).

e. Group work skills

7. What is the qualification of a tourist guide in terms of language skills(e.g.
reading, writing speaking and listening); communication skills(e.g. giving
knowledge, interpretation, proper guidingsanswering questions, using facial
expression, gestures or eye contact) and other skills, if there are any?

8. Do you think communication Skl“S (e.g, interpretation, proper guiding,
answering questions, using facial e_xpressmn gestures or eye contact) are
important for a tourist guide profeSsiOn? \Why or why not?

11. What should be-the effective ways used in English class to help students to
communicate with tourists effectively?

Thank you so much for your cooperation.
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Appendix B

Interview with Chiang Mai Rajabhat University Alumni

Part I: General information
Date and time Interviewee’s name Last name

Gender
English for tourism courses they used to take

Male Female

Contact number

Part I1:

1.

2.

10.

11.

Situation of the instruction of the existing “English for Tourism 4” course.

Were there any textbooks for the course?.If yes, what were they?

What about the teaching method’7 What did the teacher often do while
teaching in class? :

What were the leamning activities used in the class? What did you often do
during class?

Did you often work in'groups durmgwclass” \Were there any difficulties while
working in group?
Did you do any project works? If yes, what kind of project work was it and
what did you'eften do? How did you get evaluated?

What about the course assessment? Did you have midterm exam and what was
it like?

What was the' knowledge content to be assessed for the'midterm exam or final
exam?

What'do yauithink tourism students needs and lack.in terms of language skills,
communication skills and other skills?

Part I11: English language use domain, tasks and some necessary related-aspects for
tourist guides in the workplace as well as opinions on tourism trend.

1.

What is your job description as a tourist guide?
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2. What are necessary language skills a tourist guide needs to have? ( listening,
reading speaking or writing)

3. What is the most needed skill for a tourist guide? Why? (listening, reading,
speaking or writing)

4. What are the English language functions (greeting, introduction, small talk,
giving information, describing spots of interest, advice, suggestion etc.) used
by a tourist guide in the workplace?

5. Generally speaking, aré tourists interésted in Thai local wisdom and
indigenous knowledge? Should Thai tourist guides include this kind of
knowledge in theirpresentations?

6. To what exteni‘do you think the fo"IYIoJWing aspects are necessary for tourist
guides? '
a. Cross-cultural aspects

b. Understanding of‘nen-native of English speaking tourists’
pronunciation or accents =

c. Use and-interpretation of non-verbal cues-such as facial expression,
body language, yawn or silence

d. Msingicommunication skitls:sueh as-askingforclarification (e.g. Could
you say that again? What? What did you say? What is Sushi?),
comprehension checks (e.g. Do you know what | mean?), and
confirmation checks(e.g. umbrellaZY ou. mean_coaoking school?).

7. What is the qualification of a tourist guide in terms of language skills(e.g.
reading, writing speaking and listening), communication skills(e.g. giving
knowledge, interpretation, proper guiding, answering questions, using facial
expression, gestures or eye contact) and other skills, if there are any?
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8. Do you think communication skills (e.g, interpretation, proper guiding,
answering questions, using facial expression, gestures or eye contact) are
important for tourist guide profession? Why or why not?

ﬂUEl’J'VIEWI?WEI']ﬂ‘i
ammmm UNIINYAY
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Appendix C
Interview with English Teachers

Part I: General information

Date and time Interviewee’s name Last name
Gender Male Female

Year of experience of work years

Contact number

Part I1: Current situation of the instruction of the existing “English for Tourism 4”
course.

1. Are there any textbooks for the course? liwes, what are they?

2. What is the course content? And where is-it.obtained from?

4. What about the teaehing method’) \What do you often do while teaching in
class?

5. What are learning activities usually used In the class? What do students often
do during class? : I ¥

6. Do students often wark in groups durmg class? Are there any difficulties for
group work operation?

7. Do students de any prolect works? If yes “what kine-of project work is it and
what do they often do? How do you evaluate the project work?

8. What about the"course assessment? Do students take midterm exam and what
is it like?

9. What’s the final exam like?
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Appendix D
Student Engagement Questionnaire (Self-Evaluation)

This questionnaire is for getting to know about your learning task involvement in
terms of using English to clarify their problems or solution, collaborative work in
group with contribution and a positive emotional tone, participation in the
development of the real-world tasks with effort and application of ideas to the specific
contexts of the real-world tasks.

Direction: Please respond to each statement by marking (V) the response that
best describes your view.

Usually (“Often | Sometimes | Seldom Never
Statement 5 4 3 2 1

1. You asked the other group™
members to repeat what " 1

they had said. .

2. You asked the otheﬁrqﬂb RET
members to clarify \y}*(at 7 e
they had said. 1

3. Youchecked ifyou & & A A
correctly understood” what ©| - :
the other group members = =
had said. A

4. You asked if the other = j= Peeida
group members understood |- ==
what you had said. by Ll =

5. You interacted with the

group members.| =

You shared ideas'with the
other group members on the
assigned tasks.

4 -ll__ (VY
%

You worked with other
group membersion tasks:

You discussed idéas..about
the assigneditasks with
other group members

You concentratedon the
assigned tasks

10.

You helped your group
members to plann the real-
world tasks.

11.

You shared responsibilities
in group work.

12.

You found more
information for your tasks
from other sources outside
class.
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Statement 5 4 3

Usually | Often | Sometimes

Seldom
2

Never

13.

You helped your group
members to produce
creative tasks.

14.

When you had problems
with assigned tasks, you
thought of ways to solve
them.

15.

You spent a lot of time on
tasks.

Statement

3

16.

Neutral

Disagree

2

Strongly
disagree
1

The assigned tasks were
challenging and you e
doing them

17.

You applied your idea
the assigned task

18.

You are proud to presg
valuable and accur. :
information to tourists

the real-world tasks

19.

The real- world tasks hz
taught you how to deal' wit

20.

tourists. =
This course can prepare you+-—
to be a good tourist gmde |n,' 7
the future.

v

v,

ED
ﬂumwﬂmwmm
ammmm UAIINYAY




231

Appendix E
Student Engagement Observation Checklist

This checklist is a guideline for assessing the student’s learning engagement for
the research “ A Development of the English Tourist Guides Course Using a Task-
based Approach to Enhance the Oral English Communication Ability of Chiang Mai
Rajabhat University Undergraduates

This checklist is used to quantitatively investigate participants’ learning task
involvement of a group of 5 participants with mixed ability in terms of collaborative
work in group with contribution and a positive emotional tone and participation in the
development of the real-world tasks with effort and application of ideas to the specific
contexts of the real-world tasks. Two recordings-are to be rated; real-world task 1
recording and real-world task 2 recording respeetively.

Please notice the indicators Qidlevel of engagement as follows:

Please use the following.eode for descriptors 1- 7

Code: 5 = Most ofithe time
4 = Often
3 = Sometimes
2 = Seldom ez
1 = Notyet

Please use the following code for descriptors 8 — 12
Code : Yes=5“No=0

Directions: According to:.thedéscriptors-pléaseputthecode of level of
engagement whichtis relevant to'thelparticipant’s behaviors in the box for each

recording.
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Student Engagement Observation Checklist
Direction: Use this checklist to examine some factors in the classroom that may
be enhancing or hindering the student engagement.

Sample of student’s engagement ( For recordings 3 and 4)

Date................Date .........oooeeeer.

Indicators of level of engagement. J
Code 5 = Most of the time (60/50 mms{/ll Often(48/40 mins) 3 = Sometimes
(36/30 mins) 2 = Seldom (24/ mins) 1 -N”t_yet (0/0 min)

Descriptors T ~8rd | 4th | Comments
1. Worked togethert Ut the t sks during
class.
2. Interacted within j membets
3. Shared or express as ‘within the group
members on the aSsighedtasks . | .

4. Discussed ideas alzy( f igned t&sks
with the group members in class ,"-.- ;

e

5. Showed concentratIJr 9/(tasks' o

6. Showed interest and enthtré@ﬁ

7. Were eager to injtiate ideas -

Indicators of level+ . |
Code Yes =5+ No=0 ~

L
-

8. Planned the real-world tasks 13

9. Shared responsibilities

10. Enjoyed-thesassigned-task;

11. Appliedithe ideas to the assigned task

12. Produced creative task

Others

Adapted from “Alaska Department of Education & Early Development”
(http://www.eed.state.ak.us/tls/frameworks/langarts/42tools2.htm)
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Appendix F
Student’s Log Guideline

Direction: Use this guideline to write your logs.

NUMbEr Of GroUP MEMDEES. .. .. ittt e e e e e e e e e e e e e eaeaenieas

1. HOwW you plan Your WOrK. ... oo i e e e e et e e e e e

2. HOW YOU WOIK 1N QFOUD. o et ios s ssssas s e sseensesseessaensesseesseassessenssenssessens

3. DisScusSioN amoNg MEMBEIS it v i ottt et et e e et e e e e e e eaeeas

5. The details of tasks'done................. I e P

............................................... dr'_,
6. Task-related problems and ways {0 solve them................ccccooveiierce e,
7. How hard you WOrked 0N taSK.........eiiueieaeaeeseaines oottt eie e seeeeesnee e eeeseee s
8. The creativity of the task........cccooevvveerereeeerereeeeneene et

9. About the toursists. Who were they? Did they cooperate?. .«..........ccooevvveinnnn.
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Appendix G

Test Specifications for the Oral English Communication Ability Test

Purpose of test

To assess the effects of the English Tourist Guides course instruction
on students’ oral English communication ability in terms of both
language skills and communication skills

A

Description of
TLU domain
and TLU tasks

Tourism students who may pick a career as a tourist guide. The TLU
domain for these students is that used by a tourist guide at work such as
conversation expression smalltalk, thought of knowledge and
information of the places and.etlture and communication skills. Task
types are.tasks which _r?eet foufist guide occupation

Test takers

24 u}ergraduate tourlsm students at Chiang Mai Rajabhat University
who are taking the ' English Tourist Guides Course. They are Thais

with 8% tribal'students. They are both female and male with lower
mterrrr/aé'_ge English language level of proficiency

y .y =

=

J

Format of Guid ulatlon of cc ductmg a tour by English language with oral

response (verbal d non verbal) mere}ctlon (Interlocutor to candidate and
candidate to mterlqcutor);

Number of 1 task (Gﬁlded sumulatlon }’ s

tasks

Number of 1 interlocutot_(thé researchét) :J,—'-

examiners o £
L— j -*l’

Order of tasks Gujded simulation (Conducting a tour) - St

Weighting of 54 points -

task

Rating scale

type The.analyticrating scales with the criteria of

Greeting

Introduction

Small talk

Use'of question

Giving information or local knowledge
Negotiation of meaning

Use of non-verbal communication and backchannels
Vocabulary

Grammar

10 Pronunciation

11. Finishing the conversation

© © N o o KM =
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Administration

Physical
condition

In the classroom

Video recording

Students enter one by one at an appointed time.

The interlocutor is the researcher.

The student has 5 minutes for task preparation studying the task
sheet and exploring the provided information of the place and
audio-visual clip which is available on the computer. (Exploring the
provided information of the place and audio-visual clip which is
available on the computer is optional)

Guided simulation (Condﬁpﬂ a tour)

e During the examination trlfg-the student and the interlocutor sit
togetherin-front of,the Computer with the audio-visual of a places
of interest

° The/stud/t has 1b minutes to do the actual task.

Scoring method

Rating scale See#ﬁ'?f( fig ratlng s,cales
Criteria for Criieria r ectrress
rating e  Criterion- eferepce(ﬁlanguage ability scales
. st takers will'be se'e_[ed on separate criterion-referenced scale for
range and accuracy of use of language knowledge, skills and
commanication-skills' /.
T T{T_x;’
Number of 2 raters =
rater Py

Rater training

< ..J“‘»‘.'.; "
The raters will be trained to rate a setof 5 tests. Their marks will be
c:oﬂmared consulted and discussed. The o8% and t-test will be used to
ﬂuﬁi its reliability coefficient. ._H,_J

Accreditation

The assessor will participate in an accreditation procedure in the course

Rating e All guided simulations are video-recorded and rated by 2 raters
procedures o1 (Thesraterswill work independently

e The rating will be done with the test coding sheet

e Scoring will be mark on the rating spreadsheet
Rating The ratmg will be dong via recorded video

condition
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Task type: Guided simulation

of a tourist guide conducting a

tour

Purpose of a task

To assess the students’ oral English communication
ability regarding language knowledge, skills and

communication skills

Format of the test

Live: one-to-one student and interlocutor interaction

INPUT
Format
Channel
Form
Language
Length

Type
Speediness
Vehicle

p a4
Normal 4

“Live =

Audio-wvisual: Task sheet/ audio-visual clip
Language

English ior a tourist guide

Prompt a_nq audio-visual elip : 5 minutes to study the
prorﬁpt at‘?d' explore the provided information and
au'dio-visf,'!?l"'clip

F?-ro'mpt and task

f

EXPECYED RESPONSE

Format T

Channel Oral and visual

Form - Language skills and comimunication skills

Language English for-a teurist guide

Length 10" minutes” for carrying out the task

Type Task (Conducting-a tour)

Speediness Normal

Vehicle Live: one-to-one student to interlocutor interaction

Known criteria Criteria for the test assessment will be indicated with
the prompt

Interlocutor

Speech rate Normal

Accent

Number of speaker

Non-native speaker accent
1
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Appendix H

Oral English Communication Ability Test (15 minutes)

Performance-referenced test: Role-play situation

Rater: Good morning/ afternoon, (participant’s name). | am your rater and
will act as a tourist on your tour today. For this test, you will be given a task sheet
with a role-play situation. You need to study the task sheet and follow the instruction.
(Give the task sheet to the participant)

Participant: (Study the task sheet and prepare his presentation for 5 minutes)

Role-play situation: You are a touristiguide. Now you are at Wat Suan Dok /

Suthep/ Chiang Mai hill tribe"village / Thailand Chiang Mai trekking with the rater
as a tourist. Use the provided video clip in the laptop while you are presenting. You
have 5 minutes to prepare your talk and!10 minutes to do your work as a tourist

guide. You will be interrupted with.some questions while working as a tourist guide.
The details of the place areprovided-andyou may make use of them as you want.

y
Points to remember:

1. Thisis arole-playnot a presentation or a speech so you may be interrupted
and you are welcomg to ask questions or interrupt and you are expected to
take active part in the role-play and;re!ax.

2. This is a role-play not a speech so you are not allowed to write a script and
you need to give the other person a chance to speak sometimes.

3. You are not allowed to use Thai.

The checked points:..
Your work will be measured on these points:
. Greeting
Introduction
Small talk
Answering questions
Giving information or localtknowledge
Negatiation of-meaning such @s asking peaple to'repeat Giiconfirm what they
said 'or you say'somethingto check If yourunderstanding is right
7. Use of non-verbal communication such as facial expressions, gestures, eye
contact, head or body movements and backchannels such as smiles or
laughter
8. Vocabulary
9. Grammar
10. Pronunciation
11. Finishing the conversation politely and appropriately

DO WN L

Rater: Now, let’s start your work.
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A Task Sheet for Oral English Communication Ability Test
(15 minutes)

Performance-referenced test: Role-play situation

Role-play situation:

You are a tourist guide. Now you are at Wat Suan Dok with the rater

(the teacher) as a tourist. Use the provided video clip in the laptop while you are
presenting. You have 5 minutes to prepare your talk and 10 minutes to do your
work as a tourist guide. You will be interrupted with some questions concerning
the place while working as.a tourist guide by-the {ourist. The details of the place are
provided and you may make-use of the?n as you-want.

Points to remember:
1. This is a role-play'notan interview so you may be interrupted and you are
welcome to ask questions ot interrupt and you are expected to take active
part in the role-play@and relax. 2
2. This is a role-play not aspeech sc"g‘ you are not allowed to write a script and
you need to give the other person-a chance to speak sometimes.
3. You are not allowed t0 use Thai. ':" "
The checked points: /N

Your work will be measured (5¢ii1 ) on thESe’pomts

1. Greeting (msnnme) s

Introductionmsuuziin)

Small talkHadoaunuuitoasiadusiusnimn)

Answering quéstions

Giving information about the spot of interest or knowledge of thought
Negotiation ofsmeaning (mﬂ%’ﬁwmmﬁamammnizihﬁﬂ

o gk wN

/mslFmnaonsarasianiidalavowfild /mslERamaitonandiusiuly ) such as What

?, Whatiis it ? Could you repeat that, please?, Do you mean...? Do know
what Fmean?, Do you-understand?
7. Use of non-=verbal communication "such as facial-expressions

(MIueaIeDNNINEN), gestures (M), eye contact(msiszauaiean) ,head or
body movements (msuaaseanniesame) and backchannels such as smiles or
laughter(n13#its1z) ,the words such as Yep, Ahal, Right, Oh! Great! Wow

etc.(MIvoNFENUIUTUNITIINAUNUT)

8. Vocabulary

9. Grammar

10. Pronunciation

11. Finishing the conversation politely and appropriately
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Appendix |
The Analytic Scoring Rubrics

This rating has been adapted from the Test of English Conversation Proficiency
(TECP), designed in-house for use at a Japanese university of the Sanyo Gakuen
University (2002) and the Standards of English for Occupations by The English
Language Development Center (ELDC), Thailand.

The analytic rating scheme.

Agreement: The vocabulary used in giving the information is rated independently
through scale 8. The grammatical accuracy of ihe.information is rated independently
through scale 9. The pronuneiation is rated-independently through scale 10. They are
not rerated in the other scales. 3

Scale 1 - Ability to initiate a-greeting appropriately.

Theoretical construct.definiuon: the ability to initiate a greeting in a
sociolinguistically accepiableway. :

Operational construct definition: the level of the ability with which the examinee can
independently initiate /& greeting without false starts and / or repetition.

Level Description

0 The examinee fails to initiate a greeting

1 The examinee initiates a greetmg but with some false starts and / or need
for repetition.

2 The examinee initiates a greetmgmurﬁ no false starts and / or need for
repetition Ak el

Scale 2 - Ability to initiate-lAtEodUCtioRS— :

Theoretical construei‘definition: the ability to initiate mtroductlons

Operational construct definition: the level of the ability with which the examinee
can independently initiate introductions without hesitation and through used of
specified techniques, addingsrelated preamble; (i.e “ My name is Jack and 1’ll be
taking you on your tour.today,”, “\We would like to thank you, for choosing our
exciting one-day round=the =city tour ™, * On behalf'of Aeung-Luang Tours, let me
welcome you all'to Chiang Mai. My. name is Jack”

Sub-scale 2a — Degree.of hesitation

Level Description

0 The examinee fails to initiate introduction as required.

1 The examinee initiates introduction with substantial hesitation, i.e. more
than 10 seconds

2 The examinee initiates introduction with some hesitation, i.e. less than 10
seconds

3 The examinee initiates introduction with no hesitation.
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Sub-scale 2b — Introduction technique used

Level Description
1 The examinee initiates introduction with no related preamble
2 The examinee initiates introduction with some related preamble
3 The examinee initiates introduction with appropriate related preamble

Scale 3 - Ability to initiate small talk

Theoretical construct definition: the ability to initiate small talk

Operational construct definition: the level of the ability with which the examinee
can independently initiate small talk without false starts and / or repetition.

Level Deseripiion
0 The examinee fails to initiate small talk:
1 The examinee initiates appropriate small talk but with some false starts and
/ or need for repetition.
2 The examinee‘initiates appropriate small talk with no false starts and / or

need for repetition 1

4

Scale 4 — Ability to deseribe points of interests and/or other local knowledge.
Theoretical construct definition: the ab||i¢y to describe points of interests and/ or
local knowledge

Operational construct definition: eVIdence that the examinee can describe relevant
local points or places of intergsts ang/ or qual knowledge

Level <=~ Description

0 | The examinee fails to deliver any information or local knowledge

1 | The examinee delivers 1-3 relevant sentences oflnformatlon or local
knowledge; =

2 The examinee: delivers 4-6 relevant sentences Q‘anormation or local
knowledge

3 The examinee delivers 7-9 relevant sentences of information or local
knowledge

4 The examinee-delivers 10-12 relevant'sentences of information or local
knowledge

5 The examinee delivers 13<15 relevant sentences of information or local
knawledge

6 The'examinee* delivers “16-18"relevant séntences.of information or local
knowledge

7 The examinee delivers 19-21 relevant sentences of information or local
knowledge

8 The examinee delivers 22-24 relevant sentences of information or local
knowledge

9 The examinee delivers 25-27 relevant sentences of information or local
knowledge

10 | The examinee delivers more than 28 relevant sentences of information or

local knowledge
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Scale 5 — Ability to provide relevant reply to the questions asked by tourists.

Theoretical construct definition: the ability to provide relevant reply to the questions
asked by tourists

Operational construct definition: evidence that the examinee can provide relevant
reply to the questions asked by the rater as a tourist

Notes:
e Replies applied during the greeting phase (e.g. “l am fine) do not contribute
to this rating.
e Replies that belong to the question category of negotiation of meaning (e.g.
“What?”” or “ Do you want me to repeat?” or “ Only one?”) are rated
independently through scale 6. So they .do not contribute to this rating.

Level , Description

0 | The examinee doesn’tprovide any replies

The examinee providesrelevant reply of 1/5 of the question asked

The examineesprovides relevant replies of 2/5 of the question asked

The examinee _provides relevant replies of 3/5 of the question asked

The examinee provides relevant replies of 4/5 of the question asked

QPR WIN| -

The examinee gprovides relevantreplies to all the question asked
Scale 6 - Use of negotiation of meaning strategy

?
Theoretical construct deflnltlon use of negotratlon of meaning behavior to enhance
conversation.
Operational construct definition: ewdence that the examinee can use negotiation of
meaning strategy to help convey or enhance meaning

Notes: Negotiation of meaning means the strategies of comprehensmn checks,
clarification requests, and confirmation checks, employed to convey or enhance
meaning during conversation

Level Description

0 | The examinee'makes no use of negotiation-of meaning strategies in any form
to convey or enhance meaning.

1 spTheexamineeiuses negatiation ofimeaning strategiesinanyfarm of 1/5 of
the triggers. to.convey ar enhance meaning

2 | The examinee uses negotiation of meaning strategies in any form of 2/5 of
the triggers to convey or enhance meaning

3 | The examinee uses negotiation of meaning strategies in any form of 3/5 of
the triggers to convey or enhance meaning

4 | The examinee uses negotiation of meaning strategies in any form of 4/5 of
the triggers to convey or enhance meaning

5 | The examinee uses negotiation of meaning strategies in any form of all the
triggers to convey or enhance meaning
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Scale 7 - Use of non-verbal communication and backchannels

Theoretical construct definition: use of non-verbal communication and backchannels
Operational construct definition: evidence that the examinee can use non-verbal
communication (NVC) or backchannels strategies to help convey or enhance the
meaning.

Notes:

¢ 'Non-verbal communication' means any method, excluding speech, employed
to convey or enhance meaning. It includes, but is not necessarily limited to: facial
expressions, gestures, eye contact, head or body movements.

e Backchannels means any verbal or non-verbal cues providing feedbacks to the
speaker by the listener to show interest, attention and/or a willingness to keep
listening. Backchannels are typically short utterances such as uh-huh, right or of
course.

Sub-scale 7a - Use of NVC to convey or enfianee meaning

Level - Description

0 | The examinee makesno-se of N\V/C strategies in any form to convey or
enhance meaning

1 The examinee uses NVC in anylform to convey or enhance meaning 5 times
or less 3 &

2 The examinee uSes NV/C/in any fprm to convey or enhance meaning
between 6-10 times ‘4 A 4

3 The examinee uses N\/C in any f’grm to convey or enhance meaning
between 11-15 times

4 | The examinee uses NVC |n any form to convey or enhance meaning 16
times or more

== F
Fr i A d
= b

Sub-scale 7b - Use of backcha_qnél feedba@.

Level 2 Description

0 | The examinee does not provide backchannel feedback in any form

The examineg provides backchannel feedback 5times or less

The examinee provides backchannel feedback between 6-10 times

The examinee provides backchannel feedback between 11-15 times

AW IN(F

The examinee provides backchannel feedback 116 times or more
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Scale 8 — Vocabulary

Theoretical construct definition: knowledge of vocabulary.

Operational construct definition: the range and appropriateness of the vocabulary
used by the examinee.

Note: Lexical errors that subjects self-correct should be ignored.

Level Description

1 The examinee cannot produce the language due to an extremely limited
vocabulary. Can only use a few basic words and formulaic phrases (e.g.
"How are you?", "I'm fine". "Yes", "No").

2 The examinee often has difficulty producing the language due to a lack of
necessary vocabulary. Freguently (70%) uses unsuitable or inappropriate
words.

3 The examinee sometimes has difficulty producing the language due to a
lack of necessary veeabulary, Occasionally (50%) uses unsuitable or
inappropriate words.

4 The examinee rarely; if-€ver has difficulty producing the language due to a
lack of necessary vecabulary. Rarely,(30%) it ever uses unsuitable or
inappropriate Wwords:

Adapted from Bachman (1990 827)/ © — —

Scale 9 — Grammar = ", 4

Theoretical construct definition: khowled‘dé of grammar.

Operational construct definition: the level of grammatical accuracy

Notes: Grammatical errors whigh examinges self-correct should be ignored.

Level ey DéSe'r.iption

0 | The examinee fails to supply sufficient sentential level production to allow
assessment, = Y1

1 | The examinée makes errors in most of the (70%) grammars used.

2 | The examinee makes errors in'some of the (50%) grammars used.

3 | The examinee makes errors in few of the (30% )grammars used.

4 | The examineeyrarely (10%), if ever, makes errars-in the grammars used.
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Scale 10 — Pronunciation

Theoretical construct definition: pronunciation.

Operational construct definition: the level to which the rater perceives the
examinee's accent and / or pronunciation has inhibited intelligibility or
communication during the test.

Note: This scale is not intended to compare the examinee's accent or pronunciation
with that of a native English speaker, nor should the rater try to second-guess what
problems native speakers generally might have understanding the examinee's
pronunciation.

Level Description

0 | The examinee fails to supply sufficient production to allow assessment.

OR

The examinee's accent or pronunciation appeared to inhibit intelligibility or
communication allof the time. ,

1 | The examinee's accent.or pronunciation appeared to inhibit intelligibility or
communication mosi(70%) of the time.

2 The examineg's‘accent.or pronunciation appeared to inhibit intelligibility or
communication some(50%) of the time.

3 | The examinee's ageent or pronunuatlon did not appear to inhibit
intelligibility
or communication mest(70%) of the time.

4 | The examinee'siaccent.or pronurﬁlatlon did not appear to inhibit
intelligibility Ay 4
or communication at any tlme L)

L

Scale 11 - Ability to close a taIk appropria’tew

sociolinguistically acceptable ! way -

Operational construct definition: the level of the ability. to ¢lose a talk
through the provision/of a reason for closure and bidding farewell.
Notes: '

e Suitable sentences for closing a talk include *“ Now we come to the end of our
tour today and | hope.you all have had' fun and happiness travelling” This is
the last. gorgeous place'we have visited on this program-tour”

[This constitutes-the‘reason for closing], “OK. We'will‘end the day with this
latest place and | hope you have a great day today,see you at 7 a.m.”
witheut-whieh closures-might be considered saciolinguistically inappropriate.

e ‘Suitable phrases for biddingfarewell include: *Gaodbye™; *See you (later)”
and “Thank you”. Or “ I’ll see you tomorrow.”

Level Description

0 | The examinee does not give a reason for closure or bid farewell in any way.

The examinee fails to give a reason for closure but bids farewell.

The examinee gives a reason for closure but does not bid farewell.

WIN |-

The examinee gives a reason for closure and bids farewell, but the process is
faltering or does not conform to the adjacency pair pattern.

4 | The examinee gives a reason for closure and bids farewell smoothly and
conforms to the adjacency pair pattern.
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Appendix L
Inter-rater Statistics

Table 1: Inter-rater reliability of rating scores of Pre-test

Raterl Rater2
Raterl Pearson Correlation 1 985"
Sig. (2-tailed). = = [ . .000
N N/ 24 24
Rater2 Pearson Correlation 4.+ : 985" 1
Si . } B -—# .000 .
1 24
**_Correlation is signifi
Table 2: Inter-rater rel
Rater2
Raterl 928"
.000
arese N 24
Rater2 f ?E‘ﬁ" - . 1
Sig. (2- taIIEEBZ :_‘% 000 .
N """..-f"':f.f ’,K : M . 24 24
**_Correlation is srg') icant 2 : ‘_
[ 0
Table 3 Inter-rater reliability of rating scares of the pilot study test
@_H %|fgﬂ'q%|1[] NS
& " | terd! | © Rater2
Raterl Pearson C_orrq»ation . 1las .808**
QW’]@ "\ﬁ%ﬂﬂ ANl .098
aHEEH%?IHId 10 B\ O 5
Rater?2 Pearson Correlation .808** 1
Sig. (2-tailed) .098 .
N 5 5

**_Correlation is significant at the 0.01 level (2-tailed).



248

Table 4: Inter-rater reliability of rating participants’ use of English to clarify

their problems or solutions

Rater 1 Rater 2
Rater 1 Pearson Correlation 1 977"
Sig. (2-tailed) .004
N 5 5
Rater 2 Pearson Correlation 977" 1
Sig. (2-tailed) .004
N 5 5

**_Correlation is significant at the 0.01 level (2tailed).

Table 5: Inter-rater reliability of rating partieipants’ collaborative work with
contribution and a positive emeotional tone, and participation in the development
of the real-world tasks with.effort and application of ideas to the specific contexts
of the real-world task.

:
\ & Rater 1 Rater 2
Rater 1 * Pearson Correlation 1 816"
Sig; (2+tailed) 001
N 12 12
Rater 2 ~ Pearson Correlation 816~ 1
=" Sig. (2-tailed) .001
N 12 12

e
o

**_Correlation is significant at the 0.01 level (2-tailed)x £.

Table 6: Inter-rater reliability of rating participants’ collaborative work with
contribution and a positive emotional tone, and participation in the development
of the real-world tasks with effort and-application of.ideas.to the specific contexts
of the real-world task 2.

Rater 1 Rater 2
Rater 1 Pearson Correlation 1 775"
Sig. (2-tailed) .003
N 12 12
Rater 2 Pearson Correlation 775" 1
Sig. (2-tailed) .003
N 12 12

**_Correlation is significant at the 0.01 level (2-tailed).
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Table 7: Inter-rater reliability of rating descriptors generated to describe each
content domain of the students’ logs

Rater 1 Rater 2
Rater 1 Pearson Correlation | 1 997"
Sig. (2-tailed) 000
N 10 10
Rater 2 Pearson Correlation | 997™ 1
Sig. (2-tailed) 000
10 10

**_Correlation is signific

Table 8: Reliability h Alpha coefficient

Number of cases 100%

Number of items | 20 100%

Cronbach’s Alpha

Cronbach’s Alpha base

From Table 8, the Cronbach, Alpha coefficient of the questionnaire is 0.847 which is

w6189V 3NE 1719
AR TUNMIINGAY
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Appendix M
Samples of a Participant’s Pre-test and Post-test Transcripts

Samples of a participant’s pre-test and post-test transcripts (uneditted).

Pre-test transcript of S1

S:

w

AL AOTDDNAD

Today... er.....good afternoon, my name is S1. You can call me Prew. And | can call you...

R: My name is Nittaya. | can call you....
R:
S

Nittaya.
: Today Khun Nit ..... today..I.......... today. I will go to Prathart Doi Suthep. This way go to
Prathart Doi Suthep. The stair not include............ stair way. This a Naga... Naga stair way.

What is naga?
Nagaisa... win
What is that?

Animal in a........ (T )

Animal?

May be 5 head....... 7 heads®". . different ......ud . This one.. I think this one... a hall in the Prathart
Doi Suthep ,

This is Pagoda or in Thai we€all Chedi.......... thls ~inthe hall..................... what....... is..
(pointing at the picture) 18

R: Buddhlst haII maybe

w

w

: Thank you so much. I think it’s a funny for me and see you next week
. Yer, very good and it’s nice travelling with you .
: And It” experience for | study here.

m;um;um;um;u_upzumzu_cozu

. Chedi... er... high 16 metie (Wowy very hlgh) and | think maybe woman, a woman no

enter........
. Are we not allow to come closer to the ched_l_? d

: I don’t know what English call. | know have'9..;....9..ama 95 and

This call Prajao Tanjai.... Prajac-Tanjai |s...-.: when you........... (Foamsvons)

© What? p-2 2l
..Prajao Tanjai.. | think............. :..nawawmmmnﬂwgﬂvaa1%‘v"lﬂxi'swu°lﬂ

: Sorry I don tunderstand Toas b
: Thai people believe...wnen make a wish for Prajao Tanjai. 4z1ds295- quickly
: That’s a giant umbreHa; whatis that for?
: For decoration?
. Em... decoration...em.....(Explain in Thai............. )
. Sorry 1 don’t understand Thai.
: (laughs) Idon’tknow....... 0. uhd L L. This'is King Muang Keaw.........
- Who is that?
s Lanna.....lanna Jao( in Thai).....ccoeve e vieeiieiic e
> Is this an ordination hall? What is.this hall for?
: Ordipation hall ( murmering).....for............... jor.l...0. Wl =
......................... (‘Long silent)......... T
: Hereyoucan ........... SEE .ivvrn. over the city
- Wow, nice.
: ...Ah ... three...three
. Are there any Garudas ?
sGaruda.....eeeee e, (long purse)
. Are there any Garuda or Ginaree statues here?

........................... (LONQG PUFSE)..vevveeiieeieeie e e enie e seeesie e
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Post-test transcript of S1

S:

w wIowmaxo w0

WIOTWLWITW!WD w 0

T w T

I »n

w

DRLODLDRNOND

Good afternoon, er. Good afternoon. On behalf.. on behalf of Honey tour, let me
welcome you to Chiang Mai. May | introduce myself, | am Luangnapa. And you can call
me Prew. Yer, I’m your tour guide. Your name is?

: My name is Nittaya.
. Khun Nittaya. Today we will go to Wat Prathat Doi Suthep. O.K.What Prathart Doi

Suthep is a..... Today I think ..er..the weather is nice

. Yer, the weather is very nice

. Yer, and is this your first time in Chiang Mai

: Yer, this is my first time travelling to Chiang Mai and 1I’m very excited

. And | think this is er,... good time, good time, for here because ,,er.. Here we are at the

most famous temple in Chiang Mai, Wat Prathart Doi Suthep. ( Oh! Good) O.K. Let’s go.
This is the stairs you can walk up to the prathart Doi suthep

. Very high
. Yer, and it’s a long... have about three hundreds and nine steps ( Wow) and when you

don’t walk to because you-think-it’s long (Yer, you’li-get tired of walking) You can take a
cable car ( Ah! The cable.car'is avaliable) It’s a tweniy baht ( Twenty baht only, not very
expensive.) This is Naga ciNark (in Thai). You cansee it..er.. in every...er..every Wat

: What is Nark?
- Er... Naga. We have history of Naga. Naga protect temple (Ah! Naga protects the temples)

When you see a temple. everywherein Chiang Mai, all a'lot..(I’ll see a Naga) Yes. All a
lot to places, you’ll see"Naga. People believe Naga protect temples (protects us as well)
Yes. This is elephant...er"we have histo'ry =his-to-ry) er... history (his-try) of elephant
...elephant about Wat Prathart Doi suthep'who call..er.. elephant who is a.. trans...keep a
Lord Buddha’s relics#in the back... go to er. Prathartdoi suthep, three times (And then
walked up) Yes, walk up to the Prathart D0|su . er.. walk up to Doi

: What is Doi? fia

. Doi is a mountain (high mountain) high mountam,, elephant dropped died

: Oh! Walking up the mountain —

- Just on the mountain. King Guena was built. .

: Who is King Guena?

: King Guena ...er.. King of Lanna (One of the Kings of l-aana) Em..hue.. (You know a

lot about Chiang Mai). He was built a.. Prathart Doi suthep at the temple, er, at the
mountain. You can give food to the elephant and take the photos ( so cute, very nice). It is
the good memory fer'you (Oh! Yer) This is the giant pagoda. Now we are reduce..er.
rebuild ( It is being renavated) Yer, for its strong. This is a giant umbrella used...

: How importantrissthis.giant-umbrella?.

Er... giant umbrella is‘used.for a royal..rayal family.

: Thét’s why it’s golden, right? It’s a very big umbrella. What about the golden pagoda?

May I come closer to touch it)

. BecaUsellier.cer keepikeep..et..imstore the Lord,Buddhareli¢s’in stich @ giant pagoda
. OhI"That giant pagoda is housingthe lk.oad Buddha’s relic.(Yes,).s 'Can.l come closer to

touch the pagoda ?

: No, you can’t, you can’t touch it because Thai people believe this is a secret place. For

local people, when you touch it, local people don’t like very much

: So I’m not allowed to come closer. A lot of tourists coming up here
. Yes, and one hundred baht to take a photo for top of the pagoda.

Wow , not very expensive. This is sleeping Buddha.
This is not. | suggest you call reclining Buddha

Oh! Reclining Buddha, O.K. Thank you

Because sleeping Buddha is not polite.

: O.K. There are a lot of Buddha images here

Yes, there is a lot of Buddha images and we have..er.. a donation box for you

. So, | can make a merit. What are these people doing?
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. She..er.. respect pagoda..er.. tree.. three rounds for respect and believe.. and people believe

for good luck and good health ( If we do so0?) Yer. This is audit...audition.. no ...tradition
hall. Just tradition hall and Thai people visit Wat or temple. Thai people come to tradition
hall for worship the Buddha image. This is a ..Buddha image. You can s..looking for a
mouth. He has a red mouth...red mouth

. Why red, why red?

| don’t understand.

: Why does he have a red mouth?
. Yes, Er.. you can looking for a... it’s a Buddha image.. er.. architecture of Myanmar ,

Myanmar, not Thai or Lanna (Wow!) Thai people respect for Buddha image and he come
to the monk and worship the monk and the monk blessing water for him and (the holy
water) Yes, holy water and bless...er. . good luck and good health and good lives for him

: Can | try some?

: Yes you can try , when you want. Here he give a;sermon

. Oh! He is giving a sermon to people

. Yes, every people need so.. | think one day he.werks twenty round

: Twenty rounds and he may-get-tired

. And this one is a donation-bex When you want to do-denation to the temple.

. Is this temple the oldest temple_in Chiang Mai?

: Yes, it was built in 2935. ..n0..n0..n0..s0rry, two hundred years ago ( so old) And when

you come to see the giant'pagoda you can take off your shoes this side.

: Can | come into thehall with shorts? :

: No, you should dress polite when you come to.

: So what if | wear them to the temple and I&vant to come inside?

. Yer, er.. for dress..er...short..er we have er.. give a some dress for you to be polite

: You mean a long skirt‘(Yes) for us to hire. rs |t free or we need to pay for it?. (Free, free)

oh! Good. What are these?

. These... Morp. Or ..er.... mythical characterjsllcs
: Mythlcal characters (Yer ) A pig-or.:.what do qu call this Mythical character? Tiger?
: Not tiger,, not tiger.. dog and.... F.don’t know... I'don’t know. I think it’s a dog Paking (in

Thai) 1 don’t know. s FE

d .l

A kind of dogs in €hina?

. Yes. It looks like adog from China. And this one is an elephant of King Geuna

. Yer, that’s why it is./n front of the statue

. Yes, he is one of the Kings of Lanna. This pagoda ... and'this .. we call Cho Fa ('in Thai)

Cho Fa is on top of the roof.... Cho Fa ...

: Why don’t we talk about:the bells here?
: The bell... When you hit=.thebell ( ring the bell)~Yeswring, the.bell. When you ring the

bell, it’s so loud and have.good life (prosperity) yer.. evefybody believe that. O.K. er..
today I’m afraid that the tour come to the end of the day. What do you think about this
tour? (Very nice day. ) Thank you and | hope you.enjoy our tour ( lgdid) and | hope to see
yousmnextitime maybelyouwant 101do Sightseeing tour in"Chiang "Maiy ({Of course). Thank
you and have a nice day.
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Appendix N
Sample lesson plan

Course duration (36 hours): 12 weeks, 1 session a week, 3 hours per session.

Module 1: Essential language skills and communication skills for a tourist guide

Module 2: Practicum ( 2 real-world tasks)

Module 1: Essential language skills and communication skills for a tourist guide

(Pedagogical tasks).

Pedagogical task one: A tourist guide and social exchanges, information

presentation, language and communication skilis® Thai Cooking (2 weeks).

Content:

1. Greeting
Small talk
Introduciion
Leave-taking
Non-verbal language

Backchannel

N g ok~ N

Negotiation of meaning

8. How to cook Thai food
Pedagogical sub=task-L:tnformation-gap-task-(—-What’s my favorite dish?”)
Pedagogical sub-task 2: Role-play simulation (* Thai chefs and a Thai dish™)

Pedagogical task fwoA tourist.guidesand-soeial exchanges, information
presentation, language ‘and communication skills'(Revision): Tourist attractions
and/or local knowledge ( 2 weeks)
Content:
1. Revision of social exchanges and non-verbal communication
backchannel and negotiation of meaning (revision)
2. Tourist attractions and local knowledge: Local places of interests/ local
festivals or customs/ local wisdom or indigenous knowledge
Pedagogical sub-task 1: Information gap-task (“Umbrella making”)
Pedagogical sub-task 2: Role-play simulation (“A place of interest or local

knowledge™)
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Module 2: Practicum (2 real-world tasks)

Real-world task 1: Launching a tour package ( 3 weeks)

1.

Interview tourists: Interview at least 5 tourists, who are expected to be
in a type of a tour you are launching, for the information of what they
want to do and see in Chiang Mai (and about their perceptions on being
a good tourist guide: this part will be the information for use in the
real-world task 2) (outside-class activity) (1 week)

Plan and launch a tour package for those tourists with the relevant tour
itinerary (in-class activity) (1 week)

Present the tour package (in-class-activity) (1 week)

7

Real-world task 2. €onducting tour outside class ( 4 weeks)

1.

2.
3.

Interview tourists; Interview at least five tourists to obtain their
perceptions about being a g‘_bo}d tourist guide (The information for this
part will be obtained by theflll_earners’ interview in the real-world task 1)
Present theresults of the int-f'ef;viaéw to the class (1 week)

e
Plan the tour @rganization (iniclj%sgs activity) (1 week)

5. Conducting the tour (outside-(f’réss activity) (1 week)

3.

Present the Work to the class (in-class activity) (1 week)

(Language facus for the two real world tasks: 1 week)
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Module 1: Essential language skills and communication skills for a tourist guide
Sample Lesson Plan 1. Pedagogical task 1: A tourist guide and social exchanges,

information presentation, language and communication skills: Thai Cooking.

Participants of the study : Fourth-year Tourism students at Chiang Mai
Rajabhat University
Main topic: Language skills (social exchanges), communication

skills and Thai cooking
Objective of the lesson: To enable learners to acquire competency in language
and communication skills and demonstrate how to
cook a Thaidishwusing those skills.
Content: 1. Greeting
2..Small talk
3. Jatroduction
4. Answering questions
5. Leave-taking
6. Communication skills
7. How o cpdk Thai food

Pedagogical sub- task I7 Informa‘i.idqlgap-task (What’s my favorite dish?)
Pedagogical sub- task 2:-Role-play Sirhulation (Thai chefs and a Thai dish)
Materials: PowerPoint pre'éentation, supplementary sheets about

necessary social exchanges needed by a tourist guide
at work. Sheets of examples of communications skills
(negotiation of meaning and backchannels), audio-
visual clipswith scripts (fram'the commercial text
book, Synergy 2), VDO clips of Thai cooking (from
the internet:iwebsites) with seripts; task sheets of
information gap-task, planning guideline task sheets,
and presentation evaluation sheets.

Duration: 2 session, 180 minutes each

Class activities: Lecture, listening activities, whole-class discussion,
small group work and discussion, role-play
simulation.

Evaluation: Learners should be able to demonstrate how to cook at least one Thai

dish using appropriate social exchanges, language, skills, functions and
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communication skills. Learners’ work by each group is evaluated among groups.
Learners’” work is evaluated by the teacher.
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Module 1: Essential language skills and communication skills for a tourist guide
Sample Lesson Plan 2. Pedagogical task 2: A tourist guide and social exchanges,
information presentation, language and communication skills (Revision): Tourist

attractions and/or local knowledge

Participants of the study : Fourth-year Tourism students at Chiang Mai
Rajabhat University

Main topic: Tourist attractions and/or local knowledge

Objective of the lesson: To enable learners to acquire competency in

descriping Tourist attractions and/or local
knowledgetising appropriate language and
communication skills.
Content: 1. Revision of social exchanges and
communication skills (revision)
2. Tourist attractions and/or local knowledge:
Local places of interests/ local festival or

customs/ Local wisdom or indigenous

knov_VIédge
Pedagogical sub-task 1: information gap-task  (Umbrella making)
Pedagogical sub-task 2: Rolre-pléy simulation (Tourist guides leading

a tour deécribing a place of interest or local
knowledge)

Materials: Audio CD and scripts (Conversations between
a tourist guide and tourist from the commercial
hook:iLet's Talk 3: tracki22 and 23 ), Task
sheets, audio-visual clips (From the internet
welisites); evaluatienisheet

Duration: 2 sessions, 180 minutes each

Class activities: Whole-class discussion, small group work and

discussion, role-play simulation

Evaluation:

Learners should be able to do the role-play simulation as a tourist guide leading a

tour using appropriate social exchanges, language, skills, functions and

communication skills. Learners’ work by each group is evaluated among groups.

Learners’” work is evaluated by the teacher.
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Sample lesson plan: Real-world task 1: Launching a tour package (3 weeks)

Participants of the study :

Main topic:

Objective of the lesson:

Content:
Real-world sub-task
Real-world task

Real-world related-task

Materials:

Duration:

Class activities:

Evaluation:

Fourth-year Tourism students at Chiang Mai
Rajabhat University

Launching a tour package

To enable learners to acquire competency in
carrying out the real-world tasks of the
interview, launching and presenting a tour
package using language skills and

communicationskills.

L aunching a tourpackage/ interview

1: Interviewing non-Thai tourists using English
2: Launching a tour package

3: Role=play simulation (Presenting the launched

tour package to the tourists)

Task Sh'éets, evaluation sheet, audio-visual clips,
PowerPaint presentation, any other materials

presented by learners,
3 session, 180 minutes each

Small group work and discussion, doing tasks
outside’.class, role-play simulation and work

presentation.

Learners:should be‘able'to launch ‘a‘tour package and present their launched tour

package using appropriate social exchanges, language, skills, functions and

communication skills. Learners’ tasks are evaluated by the teacher.
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Sample lesson plan: Real-world task 2: Conducting tour outside class ( 4 weeks)

Participants of the study :

Main topic:

Objective of the lesson:

Content:
Real-world sub-task

Real-world task

Real-world related task

Materials:

Duration:

Class activities:

Evaluation:

Fourth-year Tourism students at Chiang Mai

Rajabhat University
Conducting tour outside class

To enable learners to acquire competency in
carrying out the real-world tasks of the interview
and condugting a tour in the real situation using

appropriate language and communication skills
Canducting tour outside class/ interview
1: Interviewing nen-Thai tourists using English

2: Conducting a touroutside class in the real

sttuations
3: Work presentation

Task sheets, evaluation sheet, video clips,
PowerPoint presentation, any other materials

presented by learners.

4 session, 180 minutes each

Small group work and discussion, doing tasks

outside class, and work presentation.

Learners should be‘able'to conducta tour outside class in'the real situations using

appropriate social exchanges, language, skills, functions and communication skills.

Learners’ tasks are evaluated by the teacher.
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Samples of materials used for lesson plans

Introduction of knowledge of necessary conversational mechanics or social
exchanges and communication skills of non-verbal language, backchannels and
negotiation of meaning needed by a tourist guide

Materials used for Sample Lesson Plan 1. Pedagogical task 1: A tourist guide and

social exchanges, information presentation, language and communication skills: Thai
Cooking.

PowerPoint presentation about what a tourist guide needs to do and say when
leading a tour group

, / ‘hat do you think 4 tourist guide does and
Engllsh for Tourlst gwdes u when he leads the tour group?

| ' good moming (a mevening
—’muw was your flight? )
:MN wour fiest time i Thailand”
A Sn}'\'mmnm O a tour guide

oFKhon Muang Group Tour.”
4 7 SaySielebme 1o Chiang Mai / Thailand”

\ Tsaye Ourpide is this way”

,n& with the tounsts
” 7, : all questions asked by tourists
? Say* Do you have any questions before™ 'M‘.— ! informatien about the places of interest/

A

7 Say “ It ‘s nice to meet you'™
T Say ™ Hhope vou are feeling wide-a:

start?" P e estival/ local wisdom! and other things =
7 Say  Marning -:wryum.'ﬂ1 behalf of = =i t“‘““l_fﬂ"‘- W __E_
Khon Muang Group Tour Ji are

vouall to .. {Mae-Sa Ele
T Say " We would like 1o thanlt ou forchoosin
our exciting half-day round=ie-city tour”

T Say " Lam afraid | may need yle ﬁax | am

ﬁ;fiz"f:x::“nm hp L4y WF_»J
qraasn iR

Use non-verbal communication

Giving feedbacks g ﬂ

Ask for more information
Check if the listener understands you

Check if you understand what the listener’s
talking about

? Pa 1548 on their backs|ER. .
.mbrace th;;‘!!#urhl\ 5:" !

T Stand closcly to the 1ourists

’Qﬂhnd far aw aﬁa the tourists
\
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Pedagogical 1: Social exchanges
English Greeting Expressions
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There are many ways of greeting people, both formal and informal. The speaker’s
task is to choose the appropriate one for the situation. It is also useful to know lots of
different ones so as to not repeat yourself when you meet a number of people at the
same time. As with any other aspect, you need to be careful about using informal
expressions with people who you do not know well or whose rank or status is higher

than yours.

English Greeting Expressions

Formal Informal
General greetings | « Good morning/afiernoen/evening Hi.
and_Welcometo Chiang.Mai. What’s up?

e _Helio!

o Hoew are you?

" How areyou doing?

o #How is everythJing?

e How’s everything going?

o 4 "How have you-been keeping?
e lftrust that everyshmg is well.

Good to see you.
How are things (with
you)?

How’s it going?
How’s life been
treating you?

Greeting a person |« Ithasbeena |ong time.

you haven’tseen | t’sbeen 0o long.

for a long time e What have you been up toall
these years’) —

o It’s always a pleasure to.see you

+« How long has it been?

How come | never see
you?

It’s been such a long
time.

Long time no see.
Where have you been

~ 17in s0 happy {0 see you agaiii. hiding?
It’s been ages since we
last met.
Suggested First-meeting When spending a long
greetings for a o Wai andthen say “Good time together (A
tourist guide morning/afternoon/evening and month or two up)

welcome to Chiang Mai:*
o G0o0d morning/afternoon/evening
and welcome to Chiang Mali

Second or third or fourth..... time
of meeting.

e Hello! How are you?

e How are you doing?

e How is everything?

e How’s everything going?

Hi.

\\Vhat’s up?

Good to see you.
How are things (with
you)?

How’s it going?
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Samples of introduction for a tourist guide.
e Good morning/ Hello/ Hi. (May I introduce myself?) My name is Dang. I’ll be
taking you on your tour today.
Hi Dang. I’m Peter./ And I’'m Jack.
e Hello, every one! On behalf of Chiang Mai Tours, let me welcome you all to

Chiang Mai. We would like to thank you for choosing our exciting one-day
round —the —city tour. My name is Sua ...... and I’ll be your guide.

e Good morning, ladies and gentlemen. I’m Lalida from Wiang Ping Tours. You
can call me Da. I’ll be your tour guide for today’s tour. Would you please
follow me, we’ll head for the company mini-bus.

e This is Mr. Jumloon, our bus driver. /Hello, I am Jamloon and you can call me
Loon. / Pleased to meet you, Loon.

J

Small Talk:Conversation Starters:
Topics for small talk

Talking o Beautiful dayAsntit? |
about the |« Can yau believeall of this rain we've been having?
weather |« It looks like t's going to rain.
e It sure'would be nice to-be in Chiang Mai right about now.
e We couldn'task for a ni"ger‘iday, could we?
« How aboutthis weather?:
« Did you grder this sunshine?:
Talking « Did you catch the news today?
about e What do you thlnk abouthaving asky train service in Chiang Mai?
current e |read in the paper today that they have a plan to build the sky train
events here >
o | heardon the radlo today that they are fmally going to promote e-co
tourisin in Chiang Mai.
« How about those Liverpools? Do you thmk they're going to win
tonight?
Ata « Have you tried the cabbage rolls that Khun Janphen made?
social  _ Are you enjoying yourself?
event o7 It looks like you could useanother drink.
e . Prettynice place, huh?
o | love your dress. €an | ask where you got it?
Suggested ‘i ¢ HOw Wwasyourtrip?
small talk ['e | Have'you'ever been to.Chiang Mai before?
for a e What country are you from?
tourist e How long do you plan to stay here?
guide e Isthis your first time in Chiang Mai?
e How do you like Chiang Mai/ How do you like the weather here
Reference: Leo Jones. Let’s Talk 3.Cambridge: Cambridge University Press.

www.englishpond.com

www.EnglishClub.com

www.Englishlanguagezone.com
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Supplementary sheet 2
Pedagogical 1: Negotiation of meaning and backchannels

Words or sentences you may need to use when you work with your friends

When you don’t understand what the speakers is saying
e Whatis.......... ?

Could you repeat that?

What did you say?

What do you mean?

What?

Excuse me?

The what?

What does it mean?

Which girl? the one.who ean't speak?
e Do what?

When you want to cheek'if your-understanding 1S correct
e Blue? (with risingtone)

The middle one, right?

The picture with many fish?

I have to put thisdn the box?

You mean thispicture?

The picture with.a pink flower?

So you want to find'mare information for cycling tour?--- Is that right?
e The picture with a'lady wearing yellow shirt?

When you want to check ifithe listener understand what you are saying
e You know what | mean? &

Understand?

Does that make sense?

Clear?

Got it?

Samples of audio-visual clip scripts
Script 1

Scripts-efeonversationsof pedagogical 4 (Pickingsomeaneup-atithe airport

situation)

Conversation: 1 B.

A man: Hi, good morning and welcome to United State. Is this your final
destination?

Mariana: Yes. Boston.

A man: You have your |-94-4?

Mariana: My I- 94-4? Oh, yes. Ohno, I forget to fill it out.

A man: That’s O.K. You can fill it out on that table , right back there.
Mariana: O.K. Thank you. Oh, this look so hard. Let me see. O.K.
Complete both the arrival record. Items one to thirteen and departure record
, items fourteen to seventeen. O.K. I can do this. Item one., family name —
Romero. Item two, first name — Mariana. Em... this isn’t that hard. Birth
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date — Day, eighteen. Month — eight. Year — nineteen seventy- seven.
Finally item seventeen- Venezuela. | did it. That was easy.

Mariana: Hi Louis?

Louis:  Yes, Mariana.

Mariana: Hi, it so good to meet you. Thank you so much for coming to pick me up.

Louis:  There is no problem. Welcome to Boston.

Mariana: Thank you

Louis:  How was your flight?

Mariana: Oh, it was long, pretty tired but | am very happy to be here.

Louis:  Our ride is out over here.

Mariana: What is going on over here?

Louis:  Seems, there is a construction right now....Are you O.K.? and that’s

Boston.

Mariana: Wow. What are they building in there?

Louis:  They are remodeling the airport righthioew:1’m not sure.

Mariana: Is that Dr Charlie Server?
Louis:  Yes,right.Em:..they have the concerts over there and that’s M |
T right across.ihe road.

Mariana: What’'s M I T 2

Louis: The MassachusettsInstitute of Technology and Alford is up there, too.

Conversation: 1C.

Louis:  Hey Sara. Ah! This Mariana. Mariana, this is Sara.

Sara: Hi, Mariana.It’s fice to meet you,, .

Mariana: Hi, Sara. It’s nige t@ meet you., too '

Louis:  Oh, this is Shawna. -

Shawna: Hi, Mariana, good to meei you. Welcome to Boston.

Shawna: Thank you, Shawna, so exciting to.be here and to have a job here.
Shawna: _You know, Mariana, you and I’ll be working together. I’'m a
new office’'manager at the Ad agency. Louis helped me to get a job.

Mariana: Oh, that's great!

Shawna: So, where are you from?

Mariana: 1I’m from Garagus in Venezuela

Shawna: Oh! Wow!

Sara: Venezuela must-be beautiful.

Mariana: It’sivery beautiful. And where are you from?

Sara: I’m from Vancouver, British Columbia in Canada.

Shawna; And I’m from Chicago. Ilinois,

Louis: 1" fromBrazil.

George: - Hey, how’s it going? Hey. Hi there, I’'m George.

Mariana: Hi, I’m Mariana.

George: Nice to meet you.

Mariana: Nice to meet you, too.

Louis:  George is my roommate. We live in the same building.

George: Yes, so you’ll be seeing me all the time. (Oh. I see.) Shawna,
you want to go shoot some hoops? I’m going down to the park.

Mariana: Er.... Shoot some hoops?

Louis: It means playing basketball.

Sara: He is a very nice guy.
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Script 2

How to make Coconut Chicken Soup - Thai Foodcast
Sawatdee kaa! My name is Aunchalee. Welcome to Thai Foodcast. Today, were
going to make our famous Thai coconut chicken soup or Tom Kha Gai. Tom Kha
means “boiled galangal”, which is the variety of ginger root and is the main ingredient
in this recipe. The soup has the main flavor of galangal and the coconut milk is used
to create a mild, rich and creamy taste. Add a little bit of lime juice, make this soup a
perfect blend of spicy, sweet, and sour.
And these are the ingredients that you’re going to need to make Thai coconut
chicken soup. One chicken breast, two cups of sliced mushrooms, one cup of onions,
one can of coconut milk, two cups of water, one tablespoon of limejuice, cilantro for
garnish, one pack of Tom Kha paste. You can find it in the Asian food store online.
There are a couple of brands but this the brand that I like. The main ingredients of
Tom Kha are galangal, lemaon grass, and these. iwo are already blended together in this
packet.
Dice an onion. Slice the mushrooms. Cut the chicken into a quarter inch slices.
Cooking Thai coconut chicken.soup is Very easy. You just put all the ingredients
together in the pot, turp.en the'stove to the high heat. The first thing that you need to
do is add water. Next, ada‘the Tom Khapaste. Next, add the coconut milk and let it
simmer for five minutes. Nexi, add the chicken, mushroem and onion. Let it simmer
for five minutes or until ihe chigken is‘cooked.
When the chicken is.€ooked, turn off the stove and thenadd the lime juice. The
reason you add the lime juice at/the end is'because the flavor of the lime will get lost
when it’s cooked. ThisWay; you can still taste the fresh fime juice.
That’s it. And now, it’s ready to serve. Serve it hot and garnished with fresh cilantro.
Tom Kha Gai is a favorite with pastiin there. The blend of this gives this soup a very
unique flavor. I’'m sure your friends-and familywill enjoy it.
Thank you for watching Thai Food cast. Sawtdee kaa.
If you want more information about this or any easy Thai Food Recipe, visit my
website at ThaiFoodeast.com.

How to Make Papaya Salad(.Som Tam)

Dim: Sawatdee kaa! 1I’m Dim Gefea.

Cathy: Hi, I’'m.Cathy, Gefea

Dim: We are going.to make a papaya salad or Som Tam ( Som Tam) in Thai. The

first thing we need is green papaya

Cathy: O.K. and where do you find the green papaya?

Dim: At Asian store. ‘Uhe (Aha)

Cathy: What other‘culture that-eat green‘papaya beside Thai people?

Dim: Laotien(Uheu). Who else? E..or Vietnamese

Cathy: Oh, really? O.K.

Dim: Let’s see the dish. O.K. So we gonna have to peel the skin off... like that(
0.K.). How easy. ( pretty thin skin)

Cathy: Now I love the green papaya salad dish. There is nothing more than my being
on the beach in Thailand eating good food...

Dim: Try to get rid of the...all (all the green part O.K. and its white comes instead)
Aha.

Normally we peel the whole thing (E heu) and then we use this..er..shredder

Cathy: (O.K) and what ‘s it what kind of shredder is that?
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Dim: You can get it from ..er.. kitchen store anywhere (O.K) I see it all over (O.K)
Look at how easy (Oh, ya). And normally | would do this.. like 2 or 3 hours
ahead of time. Or | we have party, you can do it a day ahead(O.K). You soak it
in the cold water or a few minutes(O.KO0 and then drain, put it in the plastic bag
or something clean in the refrigerator.

Cathy: And what is the purpose of soaking?

Dim: Er...make it crunchier( Oh! Really) Eha...( Interesting!). O.K. You see this

how it looks

Cathy: So it used to shred the whole green papaya. Oh, how much is that can | give
you?

Dim : This you can serve about 4 people easily

Cathy: O.K. Great. And moving on next for our green papaya salad

Dim : So we need the mortar and.. Er..ha (O'K.)

Cathy: Now, what is so significant about usinga mortar in this stage ?

Dim : That how they makesalad because they hiave to smash the garlic and the chili
paper (Er- heu)

Cathy: Now we don’t ‘have any. more pestle Ah.. can'you still make this dish?

Dim: Yes. You can chopthe garkic and the chili pepper (Aha..) and then you can
make a salad dressing first and then you can mix.. use your hand. So for this
recipe, probably'we can‘make like 2 serving(O.K.) at a time ( Small batches)
O.K. | probably use 2/Thai'chiti pepper(0.K.) If you cannot find Thai chili
pepper, you can useSerrano pepper or jalapeno

Cathy: If you got one from the garden then you can choose.

Dim: Smash it up ... alittle bit ( Er-heu),

Cathy: You’re not doing it like a full pestle I think.

Dim: No, no just do... break.

Cathy: Just put out the favor right?

Dim: E ha... Then | put in aboutthis much (A nice handful.. or two) for 2 serving.
You wanna brush it a littte bit( O.K. ) to bring.out the favor of the green spice.
Next, you need er..( Tomato..) tomato. Er-ha.

Cathy: O.K. You can Use any Kinds of tomato

Dim ; Any kind...Er-ha. ITit’s bigger you can slice it smaller.

Cathy: So how much are you using?

Dim: Half cup. Eha (O.K.)

Cathy: You wanhassmash the tomato; right=( just bruise).and.it-brings up the juice
and everything, All right. What’s next?

Dim: Next, I’llput in some palm sugar

Cathy: Coconut palm sugar?

Dim: Aha.; You can use one table spoon. ©.K.: Or you use regular sugar( right) |
you like sweet. Some people like, Thai food is good is like whatever you.
Some people like a little sweeter than..

Cathy: Typically, our family, we don’t like sweet. | don’t like any sugar in my food.
My mom like a little ( Yer) Authentically, in Thai food, they sound like a little
bit .You know.(Aha)

Dim : Next is the fish sauce so | gonna put about 2-3 table spoons

Cathy: O.K. And smash it all up again. And now , what ‘s the reason why are you
adding everything in one by one? I mean why don’t you put it all together

Dim: Probably it make it not too wet, maybe.(O.K.)(Laught)

Cathy: You put all the wet in last.

Dim: | just copy whatever they do.........
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Cathy: They must be doing something right

Dim: They just seem to do like little by little and one at a time (O.K.) And next is
lime juice Cathy: O.K. How much are you using?

Dim: So let’s try half because this lime is big and juicy so..... half (‘half alime...)

Cathy: So the favor of this dish is a pretty chef quality, You’ve got saltiness from the
fish sauce, you got the sourness from the lime, you got the chili pepper and
the garlic and the tomato, right?

Dim: E heu....l have to try to use the spoon to help to.....

Cathy: Make sure all mix stuff well, everything..

Dim: The sugar,, make sure the sugar melt.. E.. ha. And I just wanna show the
traditional way that they do it in Thailand (O.K.) and fun. O.K. You wanna
try?

Cathy: Sure 1 do.

Dim : | try this one

Cathy: | wanna try another

Dim: Em like it

Cathy: | got a big bite

Dim : My chili pepper from the garden is spicy. That’s it good . It just right(Er-hue).
Just right for me. Hue I don’t think | need anything else

Cathy: No I like it, I1t’s'really good.

Dim: O.K. Now a bowikto putthis in

Cathy: So this is traditionally served along type of what. | mean the ....... obviously.
What else.......

Dim: And the Thai stéak, Thai barbecue(O K ) chicken and .

Cathy: Any E-sarn beef

Dim: O.K. Piece of green bean 4

Cathy: And now why didn’t youjust smash those in..

Dim : Yer, you can do that (O.K.) Roasted peaauts. You can put it on top

Cathy: And this recipe is so easy and so delicious and exotic too(O.K.) Now we hope
that you got a¢hance to try this recipe at home. Thank you so much for
joining us

Useful related websites: Let’s visit these excellent websites NOW!
http:// WWW.thaifoodcast.com

Thai foodcast: Easy ThaiFood:Recipes PVD and @nline €eaking Videos
Thaifoodcast Vide@s

Howcast —Thaifoodcast’s Videos

http:// WWW,thaifoodtonight,com/thaifoodtonight¥#index,htm
Onlinedhal Cooking €lass: Learn at home with Dim

How to video: Thai Food tonight

http:// WWW.metacafe.com/watch

http:// smashbeats.com/v3110931/thai_food_cooking
http://templeofthai.com

http://asiarecipe.com

http://dictionary,reference.com

Another keywords : youtube, MEFEEDI
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Samples of pedagogical infomation—gap task sheets

Task sheet 1:  “What’s my favorite dish?”
(Student 3)
Let’s find a good recipe for one of the famous Thai food.

Directions: Your partners have the information for cooking the dish that you don’t. All you need to
do is to orally ask for the information you need and fill in the blank boxes to have the complete recipe.
You need to start working from part I, 11, 111 and I11..... respectively. Also, for each part, you need to
starting from number 1, 2, 3, 4,....... respectively.

Remember: You need to speak English only.

Partl : Put “ X in the boxes that contain the correct information.
Part Il - VI: Put numberl 2,3,4....... mth oxes with the correct pictures.
Part I. Recipe information. : \‘\ //

1. The dish is for IZl;Mn s) |:| 2 persons
2. Preparation time is 17 minutes [} 10 minutes.
3. Cooking time is 7 m'rn‘mes\D 10 minutes.

Part Il. Kitchen utensils.

2 green onions 4 cloves of garlic

1 teaspoon of light and dark soy sauce =
4 tablespoons of oil
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Part I11l. Preparation.

P ANININGNS

AMIAINTAUMINGIAY

Part VI . Serve.
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Task sheet 1:  “What’s my favorite dish?”
(Student 4)

Let’s find a good recipe for one of the famous Thai food.
Directions: Your partners have the information for cooking the dish that you don’t. All you need to
do is to orally ask for the information you need and fill in the blank boxes to have the complete recipe.
You need to start working from part I, 11, 111 and I11..... respectively. Also, for each part, you need to
starting from number 1, 2, 3, 4,....... respectively.
Remember: You need to speak English only.

Part| : Put “ X ™ in the boxes that contain the correct information.
Part Il —=VI: Putnumberl, 2,3, 4.......... in the boxes with the correct pictures.

Part I. Recipe information.

1. The dish is for ] 1persor\ ' -2 person(s) ] 2 persons
2. Preparation time is [_]3 minut s\\\ inutes ] 10 minutes.
3. Cooking time is B Bn@' /E 10 minutes.

Part Il. Kitchen utensils. - = w—
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Chop green onion

=
...Cook rice

Part V. Cooking.

Qﬁﬂﬂﬂﬂﬁm wnmmﬂ

Part VI . @erv
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Pedagogical task one : Simulation task
Planning guideline task sheet

Direction: Your group is assigned to act as tourist guides at a Thai cooking school.
You need to present and demonstrate how to cook one of your favorite dish with real
materials and cooking in front of the class. Each of you is required to act as a tourist
guide doing the job.

Use this presentation guideline to create a plan for your work.
Name of Thai food you want t0 COOK....t i i,

Name of the first tourist guide: ... i e e
What he is doing and talking about.

Name of the third toUrist QUIBE . oot e i e e e e eee e e e e,
What he is doing and talking about.

Name of the faurth tourist guide: ... .. ool e e e e e e,
What he is doing and talking about.

Name of the fifth tourist guide: ... e
What he is doing and talking about.
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English language you are going to use.

Social exchanges:
Greetings:

Pre;mmmm umaﬁnmaa
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Leave-taking:

Giving reasons for closure: '/y/
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Pedagogical task 1: Guideline for presentation: Thai cooking
1. Delivering greeting : Good morning/afternoon/ evening. Sawaddee kha

2. Introducing yourselves: Today we are (proud to present/ presenting / talking
about/ showing you how to cook - a delicious Thai (food, snack, main dish, side
order, appetizer) Tom Ka Kai or Coconut Chicken Soup in English. My name is
Nina, Tim, Plang, Kai and Jew are in our team.

3. Initiating small talk: Have you ever tried or cooked Thai food before ? Lots of
them contain spices and they come up with spicy taste which is favorite among
Thai people. As mentioned earlier, we are here today with Tom Ka Kai or
Coconut Chicken Soup which is the main dish. Hopefully, you are wide awake to
see how this exotic delicious Thai food are prepared and cooked.

4. Giving information
e Now let’s see the ingredients used for Fem.kKa Kai or Coconut Chicken Soup.

For the ingredients thereare.. - .
e Khun A is going to.shew you how to make some salad dressmgs Khun A..
please.
e Khun Plang is talking about the kitchen utensils. Khun Plang, please.
e Khun Kai, youwanito add something? / what else do we need? / Should we
add...... (more garlic)? /ds that a2/
o Khun Jew will'show us what is next.
e Khun Plang, what else do we heed to do?
e To serve a nice dish, we garnish the dish with ( slices of cucumbers, onions...
e The dish usually’Comes with-porkride and sticky rice or sweat rice.
5. Ask if any of your tourists hiave any guestions:
« If you would have any questions, don’t hesitate to ask.
o Please let us know.if you have any questions:
e Is there anyihing | need to clarify?
¢ If you have-any questions, now it’s the best time to.ask
6. Some useful words you may need to use while presenting:
First / then / next / after that / When .
¢ When the oil is hot;-add /put/ st|r/m|x/ turn (|t) up3|de down/ pour..
7. Delivering leave-taking:
Reasons or closure:
e If we need to leave now, weWwant to leave with the sentenceshere * Thai food is

healthy as:1t contains healthy herbs'and don’t miss to try/some .

¢ As the time flies fast, we may need to say goodbye now.

¢ \We hope you enjoy our demonstration of cooking Coconut Chicken Soup and
may try a nice dish at home. As the time is up, we are afraid we need to leave
right now.

Bidding farewell:
e Goodbye. Sawaddee kha

¢ Bye bye and have a good day.
o We’ll see you next week. Goodbye and Sawaddee kha
¢ So nice to be here. Thank you Sawaddee kha./ Bye for now



Modulel: Essential language skills and communication skills for a tourist guide
Sample lesson plan: Pedagogical task 1: A tourist guide and social exchanges, informationpresentation, language and communication skills: Thai Cooking

(2 weeks)

L

276

Performance objectives of pedagogical task 1:
1. Students will be able to identify and use the social exchanges-sueh'as greeting, introduction, small'talk and leave-taking.

2. Students will be able to identify and use communication skills sueh as.erbal-nonverbal communication skills, backchannels and negotiation of meaning.

3. Students will be able to do the role-play simulation as tourist'guides‘using IanguagF skills and communications skills demonstrating how to cook a Thai dish in front

of class.

Objectives

Teacher and activities

Learner; -, . i

Materials

Evaluation/Remarks

1. To introduce the
topic of social
exchanges and
communication skills
and help learners recall
and activate words and
phrases as well as
communication skills
that will be useful
during the task-cycle
stage.

2. To give learners
relevant exposure to
topic-related talk.

3. To stimulate learners
to notice and learn
more vocabulary and
expressions associated
with the topic

Pre-task

1. Teacher introduces the topic of secial
exchanges and communication skills
needed by a tourist guide.

1.1. Teacher asks learners what they
think a tourist guide does and
says when he leads the tour
group.

1.2. Teacher explains and
summarizes what a tourist
guide needs to do and say=in
terms of language skillsand

-
=

), 4
1. 1i1. Learnersisound out the
+ possible-answers.

: g
1.1.2. Eearners may-ask for
‘‘more clarification.
(25 min) —

functions (social exchanges) as
well as communication skills
(verbal-nonverbal f
communication, backchannels
and negotiation of meaning)
when leading a tour.group.

2. Model text presentation:
2.1. Teacher presents a setof three
short audiozvisual clips of
conversations of someone being

2.1.1. Learners listen to and
watch the audio-visual
clips.

2:24Cearnérsmaylaskiformore
clarification or more
details.

-PowerPoint presentation
of samples of what a
tourist guide may need to
say and do when leading a
tour group

- Supplementary sheet
about necessary social
exchanges needed by a
tourist guide at work.

= Sheets of examples of
communication skills
(negotiation of meaning
and backchannels)

4 3 short’Conversations
(8 minutes total) from the
commercial text book,

Synergy 2)

e Supplementary sheets about

e Learners have a chance to

e Scripts are given to each

necessary social exchanges
and sheets of examples of
communications skills and
negotiation of meaning are
provided for each learner.

listen and watch the
conversations twice each.

learner.
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2.2.

2.3.

picked up at the airport and
introduced to people involved
(Twice each). The conversations
contain the features of social
exchanges and communication
skills needed by a tourist guide:
Then, teacher points out how
those skills work in those
situations.

Teacher presents four different
clips of Thai cooking ( twice
each) and points out how the
speakers effectively present
Thai cooking in English in
terms of applying English
speaking and listening skills,
language functions,
communication skills as well as
presentation skills.

Teacher distributes the
information-gap task sheets on
the topic of “What’s my, .~

(25 min)

1
2.241 L earners.listen to and
watch-the-conversations.
2.242. Learners=may ask for
more ' clarification or
more detaifg.
(70" min) Al 4

2.3.1. Learners Wki_n group of
;/fivedoing the =y,
““information-gap- tas.k

2.3.2. Learners hand in the task
sheets to the teacher.

favorite dish?” ¥

(20 min’) —

- 4 clips of Thai cooking
(30 minutes total) from the
internet websites.

- Scripts of 4 clips of Thai
cooking

-Supplementary sheets
about Thai cooking.

- Task sheet 1:
Information-gap task sheet

All the clips are given to
each learners after class for
more access if they want to.

Some related websites are
offered to students for more
access.

Learners work in groups of
five.

*The completed task
sheets of a task done
*The recording of the
mixed ability group of
five is to be operated to
investigate student
engagement .

1.To ensure that
learners understand
what the task involves,
what its goals are and
what outcome is
required

2.To let learners use
their existing
knowledge of language
to convey their

Task-cycle ——
1. Teacher explains the task instructions.

2. Teacher assigns learnersto work in
groups planning to do andido the
role-play simulations as tourist guides
demonstrating how tocooksa Fhai
dish at a Thai cogking schaol.of their

own.

3. Teacher evaluates learners’ role-play

1. Learners may ask for any
clarification.
(5 min)

2.1. Learners work:in group
selecting a kind of Thal
food they want to
demonstratepsharing
responsibilities, planning
who is doing what etc. to
carry out the tasks.

- Task sheet 2: Planning
guideline task sheet

- 3 short conversations (5
minutes total) from the
commercial text book,

Synergy 2).

= Supplementary sheet
about necessary social
exchanges and
communication skills

Teacher makes sure that the
instructions are clear and
opens the floor for learners
to check their
understanding.

Teacher ensures that
learners understand what
the task involves, what its
goals are and what outcome
is required.

Teacher makes sure that

L2
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message in English
meaningfully to carry
out the task

3. To let learners work
in group solving the
problem or find the
answers

4. To provide learners a
chance to use English
to present their work
orally in front of class.

simulations using the evaluation sheet.

#"2.4" Kearners

2.2. Each group completes a
task sheet with/planning
guideline and then*hand in a
copy to the teacher.

(35'min)

2.3.Mfearners |present theirwork
to the whd&e class.
valuate their
own‘and their peers’ role-
play simulations.
- il

(#50'min: 15min for each
presentation)’,

needed by a tourist guide
at work.

- 4 clips of Thai cooking
(30 minutes total) from the
internet websites.

- Associated internet
websites for more

access.

(Optional for more access)

- Recordings of learners’
presentations
- Evaluation sheet

learners are on the right job.

Teacher may act as
linguistic advisor if
necessary.

Teacher ensures that
learners fulfill the purpose
for listening to the other
group’s presentation.

*Self evaluation

*Peer evaluation
*Presentation evaluation
by teacher

Remark: the sign * refers
to assessment part

To give learners the
opportunity for explicit
language instruction in
context

Language focus

1. Teacher randomly plays the
recordings of group presentations and
asks learners to comment, or ask
questions on the problematic Ianguage

or linguistic features.

F e i
1.1 *cearners comhieﬁlf correct
- or.ask questions.on the
problematlc Ia’ﬁguage or
linguistic features.

2. Teacher comments, explains, ansyv_grs
the questions when necessary and-
then fills up what the students miss |
and corrects the common errors
students have made during the task-
cycle stage.

(30 min)

- Recordings of learners’
presentation)

Teacher encourages
learners to comment, or ask
questions on the
problematic language or
linguistic features.

Teacher makes sure that
every problematic language
or linguistic feature has
been discussed.

Remark: All clips and the names of the related websitesjare given to each student for more access.

8.¢



Modulel: Essential language skills and communication skills for a tourist guide
Sample lesson plan: Pedagogical task 2: A tourist guide and social exchanges, information‘presentation, language and communication skills (Revision): Tourist
attractions and/or local knowledge (2 weeks)

279

Performance objectives of pedagogical task 2:
1. Students will be able to obtain and orally give the required informationaswell as' express their opinions of what they like and dislike about each tour presentation
in the presented audio-visualclips.
2. Students will be able to do the role-play simulation as tourist guides using Ianguage skills and communications skills receiving a tour group at a particular place and
taking the tour group to the tourist sites
3. Students will be able to present the local knowledge, local life, lo€al tradition; of Iocal tourist attractions via PowerPoint presentation or other better preferred method.

social exchanges
and communication
skills as well as to
introduce topic of
how to present local
knowledge and
tourist attractions
which in turns help
learners recall and
activate words and
phrases that will be
useful during the
task- cycle stage.

2. To give class
relevant exposure to
topic-related talk

knowledge.
1.1. Teacher presents audio CDs of
tourist guides leading the tour
groups.

1.2 Teacher asks learners to identify=

social exchanges, backchannels,
negotiation of meaning used by
tourist guides and tourists as well'as
what words, phrases or sentences
they like or notice from  their
listening.

2. Model text presentation
2.1. Teacher presents 5 presentations
of tourist guides describing places of
interest, local life and local wisdom
via audio-visual clips (Twice each)

1.1.1"earners Iistem_&ﬁfie looking
~atthe scripts. &7 <.

T

1.2. 1. Learners orally give some

examples of social
exchanges, backchannels,
negotiation of meaning used
by tourist guides as well as
words, phrases,or sentences
they:like, or notice. (Whole
class activity).

(15 min)

2.1.1. [Each learner watches'and
listens to only three
presentations and then
evaluate the tourist guides’

groups from the commercial
text book, Let’s talk 3,
Track 22: 5 minutes total)
-The scripts are provided
while listening.

-5 video,clips (30 min total)
from internet websites.
-Task sheet1: Spots of
interest or [ocal knowledge
- Each presentation will be
played twice.

Objectives Teacher and activities Learners. "} Evaluation/Remarks
Pre-task

1. To remind 1. Teacher introduces the topic of how to - English conversation of e Scripts are given to each

learners the use of present spots of interest and/or local '-'Jf*.,_ tourist guides and tour learner.

e Teacher ensures that
learners understand what
the task involves, what
the goals are and what
outcome is required.

e Learners have a chance to
listen and watch the clips,
twice each.
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and asks learners to evaluate the
work of the first three presenters. For
the rest two clips, teachers and
students have a discussion
concerning the language and
communication skills each presenter.
has used during his work while
watching.

2.2. Teacher distributes the information-
gap task sheets on the topic of “

work by filling in the
required informagion.in the
task sheets.

2:172 Learnefs hand in thetask
sheets to the teacher.
(*90_.min)

2.241 Kearners \'A/ork in group doing
the informatign-gap task.
2.2.2 JLearners-hand in the task

- Each member of the group
will be given the scripts of
the presentations after the
tasks.

-Task sheet 2: Information
gap-task sheets are given to
each learner

A task sheet is provided
for each learner.

*The completed task
sheets of each learner.
Learners work in group.
*The recording of the
mixed ability group of
five is to be operated to
investigate student

- engagement.
Umbrella making”. sheetstto the‘teacher.
(30" min:) J 4

1.To ensure that
learners understand
what the task
involves, what its
goals are and what
outcome is required

2.To let learners
use their existing
knowledge to
convey their
message in English
meaningfully to
carry out the task .

3. To let learners
work in group
solving the problem
or find the answers
4. To provide them
a chance to use

Task-cycle
1. Teacher explains the task instructions.

2.

3.

Teacher assigns learners to work in
groups planning to do and do the role-
play simulations as tourist guides
leading a tour group, starting from
receiving tourists from the airport to-the

Al

1. Ledrners may,ask for any:
clarification. s

(Gl a2

2.1. Learpers work in group
discussing, deciding what they
want to work on as well as J

place of interest/local festivals or | =
traditions/visit the local life/visit local
wisdom or other interesting things of
their interest, and make the PowerPoint”
presentation, video clips or any other
better methods presenting theirwerkita
the whole class.

Teacher evaluates learners’ role-play
simulations using an-evaluation sheet.

planning the task .

2.2 Each group completes a task
sheet with planning guideline
and hands in a copy to the
teacher.

(40 min)

2.3. Learners do the role-play
simulations.

2.4=Each other group rotates,tosact
as tourists and may ask some
related questions while the rest
do the evaluation.

-Task sheet 3: Planning
guideline task sheet
-Recording (mix-ability
group of 5)

-PowerPoint / video clip
presentation or any other
better methads

-Evaluation sheets

Teacher makes sure that
the instructions are clear
and opens the floor for
learners to check their
understanding.

Teacher makes sure that
learners are on the right
job.

*The recording of the
mixed ability group of
five is to be operated to
investigate student
engagement .

Teacher may act as
linguistic advisor if
necessary.

Teacher ensures that
learners fulfill purpose for
observing the other
group’s role-play
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English to present
their work orally in
front of people

5.To let learners
create their work on
their own ways and
thought

p
/.

2.5. Learners evaluatetheir own
presentation and'the other
group’s role-play simulation.

(25'min/each: 135 min total)

simulation.

e Evaluation
sheets are
provided.

e *Role-play simulation
evaluation by teacher
via an evaluation sheet.

e  *Self evaluation

e *Peer evaluation

*This is considered to be

To give learners the
opportunity for
explicit language
instruction in
context

1. Teacher plays some clips presented in

the pre-task stage one by one and asks
learners to comment, or ask questions

on the problematic language or linguistic

features.

. '
Teacher comments, explains, answers-the

o ¥ d
14. Leatners comﬁfé‘it_t. correct or
4 ask-guestions-on the s
probiematic language or
_linguistic features.. ;-

(45 min)

questions when necessary and thenfills
up what the learners miss and the
common errors learners have made
during the task-cycle stage.

- Audio visual clips

‘ v 4 amid -term test
4 4 '5 “' Remark: the sign * refers to
i i assessment part
Language focus e I

e  Teacher encourages
learners to comment, or
ask questions on the
problematic language or
linguistic features.

e  Teacher makes sure that

every problematic
language or linguistic
features have been
discussed and explained.

Remark: All clips and the names of the related websites are given to each student for more access.

18¢
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Module2: Practicum
Sample lesson plan: Real-world task 1: Launching a tour package (3 weeks)

-

Performance objectives of real-world task 1 :
1. Students will be able to conduct a mini-interview with some tourists travelling to thang Mai for information needed for launching a tour.
2. Students will be able to plan and launch the reasonable tour package'with an/itinerary for those tourists they interviewed.
3. Students will be able to do the role-play simulations presenting ihe tour package to-the tourists in front of the class.
4

Students will be able to give the reflection on their real-world.task.

=
i
1

Obijectives

Teacher and activities

I_earners

Evaluation/Remarks

1.To ensure that
learners

Task-cycle
1. Teacher explains the task instructions.

1. LLearngrs:may askdor any
clarification.

Teacher makes sure that the
instructions are clear and opens
the floor for learners to check

understand what (5 miny ;‘# -Task sheet 1 their understanding.

the task involves, | 2. Teacher assigns learners to decide the type . ol

what its goals are of tour they want to launch. 2.1, Learners make a group Teacher makes sure that learners

and what outcome 2,1. Teacher assigns learnersto . decision on the tour type they - .. , are on the right job.

is required interview at least 5 tourists v will-faunch. Also provide some = | The recording of the mixed
travelling in Chiang Mai , who are. reasons for the decision. group ability of five is to be

2.To let learners interested in the tour type they want | (15 min) operated.

experiment their to launch, for the information of ™ Authentic brochures with tour

existing what they want to do and see in 2,2. Learners work in group -Recordings itineraries are available as

knowledge and
accumulated

Chiang Mai (and about their
perceptions on being a good tourist

discussing; planning their, work
for the-interview with tourists.

samples.
Teacher may act as linguistic

knowledge they guide: this part will be the (40 min) S advisor if necessary.
have learnt from information for use in the real- 2.3. Learners do the interview job
module 1 world task 2). QIigleciass *Teacher ensures that learners

3.To let learners
launch the
relevant tour

2.2.

Teacher assigns learners to plan-and
launch a tour package with itinerary
for those tourists and present their

(220'min)

2.4."Learners plan and launch a tour
package for those tourists with
the relevant tour itinerary.

= Authentic tour
itineraries and
brochures

(as examples)

fulfill purpose of listening to the
other group’s presentation by
self and peer evaluation.
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package which is
in accordance to
the needs of
tourists

4.To let learners
use English to
convey their
message
meaningfully to
carry out the task.

5.To let learners
do the work in the
real situations

6.To provide them
a chance to use
English to present
their work orally
in front of people

7.To let learners
create their work
on their own ways
and thought

work to the whole class.

3. Teacher evaluates learners’ role-play
simulations using an evaluation sheet.

-Recordings (mix-
ability group of 5)

-PowerPoint
presentation or any
better methods

- Evaluation sheet

*Teacher evaluates learners’
work.
*Evaluation sheets are provided.

Remark: the sign * refers to
assessment part

ANEANEMI NGNS

AMIAIN TN INYAE
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Module2: Practicum
Sample lesson plan: Real-world task 2: Conducting tour outside class (4 weeks)

284

Performance objectives of real-world task 2 :
1. Students will be able to interview some tourist travelling to Chiang Mai-for the information-needed for conducting a tour and present the results of the interview in front

y |

of the class.
2. Students will be able to plan and conduct a tour outside class in.the realsituation.
3. Students will be able to give the reflection on their real-world task; 1
Objectives Teacher and activities Learners Materials Evaluation/Remarks

Task-cycle 14 e  Teacher makes sure that the

1.To ensure that 1. Teacher explains the task instruction. 1 4L earners may ask for any instructions are clear and open
learners clarification. | the floor for learners to check
understand what (5jmin) } -Task sheet 1 their understanding.
the task involves, 2. Teacher assigns learners to interview at - e Teacher ensures that learners
what its goals are least 5 tourists travelling in Chiang Mai 2.1 /Learers work'in group understand what the task
and what outcome about their perceptions about being a discussing, planning their work | -PowerPoint involves, what its goals are and

is required

2.To let learners
experiment their
existing
knowledge and
accumulated
knowledge they
have learnt from
module 1

3.To let learners
work in group on
their own pace
using English to
convey their
message
meaningfully to
carry out the task

3. Teacher assigns learners to conduct a she
tour outside class in the real situation.
Each member needs to act out as a tour
guide. Work recordings are required for

good tourist guide and present the results
to the whole class: this part will be done

when learners do the interview with

tourists in their jobs of interview in the

previous real world task.

each group.

4. Teacher evaluates learners’ role-play

simulations using an evaluation sheet.

rt

for the interview With tourist
antkthen do the intertiew job
outSideclass. ——=

2.2t atners present the-results of
the interview to the class.

(75 miny

3.1. Learners work in groups
selecting a place of interest.

8:2. Learners make a.plan to
conduct the tour-within the
group members;

3.3. Learners report the tentative
plan toithe class.

(480:min)

3.4. Learners conduct a short tour
outside class in the real

presentation

-Task sheet 2
-Recording (mix-

ability group of 5)

-Recordings

- PowerPoint
presentation or any

other better method.

what outcome is required.
Teacher make sure that learners
are on the right job.

The recording of the mixed
group ability of five is to be
operated.

Teacher may act as linguistic
advisor if necessary.

Learners record their work
outside class.

*Evaluation sheets are provided.
*Teacher ensures that learners
fulfill purpose of listening by self
and peer evaluation.

*Teacher evaluates learners’
work.

Remark: the sign * refers to
assessment part

8¢
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and to provide
them a chance to
use English to
present their work
orally in front of
people

4.To let learners
do the work as
tourist guides in
the real situations

5.To let learners
create their work
on their own ways
and thought

\\k1_

r&s Zearners rePort their

ember of the group is required
/) talk/about this real-world

situation. Worksrecordings are
required for eac gﬁﬂ}p

(280.min)

riences to the whole class:

4 min for each group: (Each

experlem:e-to the class).

. Learners reflect on their
xperiences with this real-world

task by ertlngl )gs (group

Wprk Homewor gnment)

- Student’s log
guideline

Language focus for the real-world tasks (Real- World task 1 and 2) Al
Sample lesson plan

£
Y]

To give learners
the opportunity
for explicit
language
instruction in
context

Language focus

1. Teacher plays each group of learners’ work
recordings one by one and invite them to
comment, or ask questions on the“problematic

language or linguistic features.

2. Teacher comments, explains, answers the
questions when necessary, and then: fillsjup
what the students miss and the comman errars

students have made during the task-cycle stage.

=

1.1. Learners comment, correct
or ask questiens on the
problematiclanguageior
linguistic/features.

Real-world task
recordings (outside
class-task)

Teacher encourages learners to
comment, or ask questions on the
problematic language or linguistic
features.

Teacher makes sure that every
problematic language or linguistic
feature has been discussed and
explained.
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Appendix @
A Checklist for the Expert to Validate the Oral'English Communication Ability Test

This checklist is a guideline for assessing the English oral communication abiITt'y test for the research titled “A Development of the English Tourist Guides Course
Using task-based Approach to Enhance the English Oral communication ability 0 Chiang Mai Rajabhat University Undergraduates™.
Role-play simulation ,
Situation i '

Participants will be given a task sheet with a role-play situgion/which tells pargcipants to act out the role-play as a tourist guide with the rater who will be assigned
to be a tourist traveling to Chiang Mai. Participants will be randomlz;sggned io talk-abeut one of six tourist attractions from six different places with the video clip

presentation in the laptop. Adequate information of a particular placeawill be provided so'that they may make use of them. The participants will have 5 minutes for talk
preparation, and 10 minutes for talk delivery. The participants willsbe mterrupted with some questlons concerning the tourist attraction by the rater during their talk.

f" S

Please respond to each statement by marking a tick ( \/.f)‘ in the box that is r.elevant to your opinion and please feel free to write your comments or

suggestions in the last column of each topic. "5 714 2ds 4
F F |
J.d ."J'I:"‘
F i P
No Item P ,' .Opmlon Comment
W | Yes No | Quest- »
- . i
e ionable
1. | The test is relevant to the course objectives. . ‘

- '\\__J

1. Students will be able to use conversation expressions necessary for a
tourist guide such as greeting , introduction, small talk, and leave-
taking.

2. Students will be able to use non-verbal communicationand
backchannels e.g. gestures, facial expression, eye centact, head or
body movements, grunts, smiles and laughter:

3. Students will be able to give information or deliver thoughts of
knowledge about local tourist attractionthistory, orally.

4. Students will be able to answer both general questions'or common
questions asked by tourists.

98¢
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No

Item

5. Students will be able to make use of negotiation of meanmy-—._,
behaviors to enhance conversation.

Comment

6. Students will be able to conduct a short tour for tourlst

2. | The test task can assess the students’ language skills.
3. | The test task can evaluate the ability to make use of comm
4. | The test task can assess the ability to use English to conduc
5. | The test task can assess students’ language ability in some spe
world activities of a tourist guide.
6. | The test task is related to the real-world task.
7. | The target language use (TLU) in real situations and the test task ar WE'II ¥
matched.
8. | The test is suitable for the developmental level of the individual
assessed.
9. The test clearly identifies the range of responses.
10. | The instruction is clear and easy to understand.
11. | Time allotment is reasonable
12. | Materials are appropriate.
13. | The length of the test is appropriate.

Other comments and suggestions

Q W’] fS-‘N ﬂﬁm ﬂﬂﬂ'}] nes ﬂ g

Thank you very much for your valuable comments and suggestions.
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Appendix P

A Checklist for the Expert to Validate the Orjal English- Communication Scoring Rubrics

This checklist is a guideline for assessing the oral English communication scoring rubrics for the oral English communication ability test for the research titled “A
Development of the English Tourist Guides Course Using task-based Approach.to Enhar]lce the English Oral communication ability of Chiang Mai Rajabhat University
Undergraduates”. The scoring rubrics will be used why observing the recording of the test.

As the evidence of the changing status of English as a lingual franca, and the situation of increasing number of non-native speaking people which is far outnumber
the native speakers and the target language domain use which is relgvant io the course and.the target group, this study may be English lingual franca-oriented on teaching
and evaluation. Hence, the evaluation should focus on the knowledge and language features that concern intelligibility, negotiation for meaning, communication skills rather
than native target-like with grammar, pronunciation, syntax but put the mare importance dn strategic competence on communication ability which is as an important part of
all communicative use. Assessment is often via assessment of abilityto carry. out tasks in Engllsh

|
Role-play simulation Test
Participants will be given a task sheet with a role-play situation which:tetis parncupants-’rb act out the role-play as a tourist guide with the rater who will be assigned
to be a tourist traveling to Chiang Mai. Participants will be randomly assigned to-tatk aboutpnq of six tourist attractions from six different places with the video clip

presentation in the laptop. Adequate information of a particular place will be provided so that they may make use of them. The participants will have 5 minutes for talk
preparation, and 10 minutes for talk delivery. The participants wi|_| be interrupted with some questions conce_r‘ning the tourist attraction by the rater during their talk.

Please respond to each statement by marking a tick ( vV ) in the box that is relevant to your opinion. PIeaSe feel free to write your comments and suggestions for

each description.
No Item v . Opinion Comment
Yes | No | Quest-
ionable

1. | The scoring rubric is relevant to the course objectives.

1. Students will be able to use conversation expressions necessary for a tourist guide such as greeting ,
introduction, small talk, and leave-taking,
2. Students will be able to use non-verbal,communication ‘and backchannels e.g. gestures, facial
expression, eye contact, head or body movements, grunts, smiles and-laughter.
3. Students will be able to give information or deliver thoughts of knowledge about local tourist
attraction history orally.
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No Item

4. Students will be able to answer both general questions or co

Opinion
Yes | No | Quest-
ionable

Comment

 — |  ————

5. Students will be able to make use of negotiation of mean €

6. Students will be able to conduct a short tour for tourists

guide
3. The scoring rubrics can evaluate the ability to give informatio

s of a tOUfISf‘H‘

&

ALY

2\

6 The scoring rubrics can evaluate the ability to use language skill \
—- AR
7 Each scale of the scoring rubrics can assess the intended responses Eﬂ

e Ay

including language skills and communication skills

L

8. Each scale assesses different aspects and components ofﬂral Enghsh"éoﬁﬂnunréat’bﬁ"‘aﬁl‘llty I [

9. The scoring rubrics are appropriate and relevant to the @W
—l —
10. | The scoring rubric scales are more objective and consistery — U

11. | The number of the scoring rubrics is appropriate.

12. | The instruction is clear and easy to understand F}] u EJ J "y

Other comments and suggestlons W

Thank you very much for your valuable comments and suggestions.

S—l’
22
=
o
=
=
e
-
s
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